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Chapter One
Introduction
Communicative interactions in classrooms take
place in a specialized context, an artificially created
context governed by rules.

Generalized cultural rules

for interpersonal communication are adapted for the
classroom environment to maintain an atmosphere
conducive to learning.

Cultural patterns as well as

contextual patterns or scripts for interactions between
teachers and students, fellow students, and fellow
teachers and administrators influence what transpires
in a particular classroom in a particular location.
Junior high school, high school, and especially
university students are experienced students.

They

have been socialized over a period of time to know the
rules.

Their classroom social interactions and

expectations are relatively stable and sophisticated by
the time they reach the university level, molded and
shaped by their earlier educational experience.
Through the years, many studies have examined the
verbal and nonverbal communication differences among
cultures (see for example, Mehrabian,

1972, for a
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review).

Few, however, have examined the varied

teacher communicative style issues involved in
culturally diverse classrooms and their relationship to
student motivation and learning.

Therefore, the

purpose of this study is to compare the relationships
among perceived teacher immediacy behaviors, teacher
credibility, teacher social style, student motivation,
and student learning in a variety of cultures in a
small-scale attempt at identifying universal teacher
communication perceptions that might promote more
effective multi-cultural classrooms.
Communication Competence
W ith the rapidly shrinking world, intercultural
communication competence is essential for success,
particularly in the context of the school environment.
Cushner (1990) cited the previous two decades as a time
of growing student diversification both nationally and
internationally and cited projections that the trend
will escalate by the year 2000.
only for language problems

He was concerned not

(e.g., increasing numbers of

students in the United States use Spanish, Arabic,
Chinese, Hmong, Khmer, Lao, Thai, or Vietnamese as
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their first language; due to vast immigration
one-eighth of the population of Australia, an
English-speaking country, cannot speak English), but
also for heterogeneous attitudes, values, and behaviors
between diversified student populations and teachers.
Despite his growing concern, most of the literature to
date has dealt with identification of differences among
cultures with regard to communication behaviors in the
classroom rather than identification of similarities
that could be capitalized upon to build more positive
classroom climates cross-culturally and interculturally
(e.g., Erickson,
Cole,

1986; Jalali,

1989; and Scribner &

1973).

Verbal and Nonverbal Behavior in Communication
Communicative acts in the classroom take the form
of both verbal and nonverbal behaviors.

Mehrabian

(1971) referred to the nonverbal component of
communication as "silent messages."

He posited that

"silent messages" contribute as much as 93 percent of
the meaning in the communication of feelings or
attitudes toward others, while verbal contributions
amount to about 7 percent.

Thus, in the context of the
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artificially created classroom communication
environment, how a teacher says something is at least
as important, if not more important, than what he/she
says.

This position is consistent with that of

Watzlawick, Bavelas, and Jackson (1967) who theorized,
"Every communication has a content and a relationship
aspect such that the latter classifies the former and
is therefore a metacommunication"

(p. 54).

Mehrabian (1971) moved beyond the relational
aspect to posit that nonverbal behavior plays a
restricted role compared to verbal behavior in
communication and because of that restricted role is
more apt to be transcultural in nature.

Mehrabian

suggested that unlike verbal behaviors which are
u sually taught explicitly, nonverbal behaviors are
taught implicitly,
limited in number.

largely because their dimensions are
Moreover, because they are often

assimilated unconsciously into an individual's
communicator style, their role is often unrecognized,
underestimated, or even unnoticed.
As early as Darwin (1872) and Allport (1924),
social scientists have suggested that universal facial
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behaviors exist.
anger,

Displays of happiness, sadness,

fear, surprise, disgust, and interest are seven

universal codes that have been identified that combine
facial expression and emotion (see for example, Ekman
and Friesen,

1971).

While citing the pancultural

nature of the basic emotional facial expressions, Ekman
and Friesen point out that cultural attitudes about
events may contribute to perceived differences in the
display of emotions rather than actual differences in
displays, a position consistent with that of Izard
(1969).
Mehrabian (1971) designated three dimensions to
account for pancultural identification of emotions.

He

suggested that feelings can be interpreted with regard
to like-dislike, potency or status, and responsiveness
or a combination of any or all of the three dimensions.
Like-dislike compares to approach-avoidance tendencies,
potency or status to dominance versus submission, and
responsiveness to awareness versus non-awareness of
others.

These dimensions are much like the

communicator style dimensions and their association
w i t h attraction that are often identified in the
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literature (e.g., Norton,
Thompson,

1978; Wheeless, Frymier, &

1992).

Allport and Vernon (1933) suggest that each person
has a pervasive style that influences o t h e r s '
perceptions of him/her.

From Mehrabian's

(1971)

theoretical framework these perceptions or feelings
would determine whether we wish to approach or avoid
the person,

feel he/she is dominant, and ascertain how

interested he/she is in us.

Moreover, these distinct

impressions are evident upon first notice, although
they can be modified over time.
Assertiveness and Responsiveness
Because communication behaviors are learned within
and influenced by the culture, teacher communicative
style will be a product of both culture and his/her
impression of what teachers do communicatively.

The

dimensions of style-like constructs vary from scholar
to scholar, but dimensions that frequently recur are
assertiveness, responsiveness, and versatility.

In the

American culture, effective communicators can be
appropriately assertive and appropriately responsive as
the situation demands, the versatile person.

It is

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Comparison
7
reasonable to conjecture that within the classroom
context, the same personality-like dimensions of style
will be found.

Additionally, it is reasonable to

conjecture that teachers who can juggle their style to
respond either assertively or responsively will be more
effective in motivating students and promoting
learning.
Credibility
Another communicative variable that is emotional
or attitudinal in nature is credibility.

Like style,

this personal characteristic can influence the attitude
or judgment of the audience, in this case the student.
Most studies seeking to identify the dimensions of
credibility consistently derive the competence and
trustworthiness or character dimensions.

Intuitively,

this is reasonable because Aristotle originally
conceptualized "ethos," often called credibility, as
having three dimensions— competence, trustworthiness,
and good will or intent toward the audience (Cooper,
1932).

In empirical studies, trustworthiness and good

will usually collapse into one dimension, another
intuitively reasonable solution.

If we place our trust
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in someone, we usually perceive he/she will have our
best interests at heart and vice versa.
Immediacy
Another emotion-based variable consistent with
Mehrabian's

(1971) three dimensions is immediacy.

Defined as the degree of perceived physical and/or
psychological closeness between people (Mehrabian,
1967), immediacy is an affect-based construct.
Mehrabian's

(1971) immediacy principle states,

"People

are drawn toward persons or things they like, evaluate
highly, and prefer; and they avoid or move away from
things they dislike, evaluate negatively, or do not
prefer"

(p. 1). Immediacy is a two dimensional

construct consisting of verbal immediacy and nonverbal
immediacy.

Verbal immediacy is communicated through

behaviors such as the use of present versus past verb
tense, inclusive language, probability, voluntarism,
conditionality, responsibility, and order of occurrence
of reference (Mehrabian,

1971).

Nonverbal immediacy is

communicated through positive head nods, smiling,
direct eye contact, overall body movements, purposeful
gestures, open body positions, and either physical or
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perceived physical closeness (Mehrabian,

1971).

In the classroom context, the immediacy principle
predicts that students will be drawn toward or like
teachers who are immediate and avoid or dislike
teachers who are nonimmediate.

If they are drawn

toward, like, or perceive the teacher as approachable,
this emotional arousal may be viewed positively
(Mehrabian,

1972). This positive arousal could be

labeled motivation and could result in greater
attention being given to the stimuli, the teacher and
his/her message.
Effective Teaching
Effective teaching can be defined as teaching that
enhances learning in each of the three domains as
identified by Bloom (1956)— cognitive, affective, and
psychomotor learning.

One way to enhance learning is

w i t h effective communication— the process by which a
message or information in the teacher's mind is
transferred to meaning or knowledge in the student's
mind or vice-versa from the student to the teacher.
Thus,

it only stands to reason that the more effective

the student-teacher communication process is, the more
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learning that can take place in the instructional
environment.
The task then becomes one of identification of
effective communication strategies that can increase
learning/ the goal of effective teaching.
been tackled.

The task has

The educational and instructional

communication literature reveals many areas that have
received attention (for a review of the educational
literature see Richardson-Koehler,

1987).

The

literature in the field of instructional communication
has grown tremendously since its inception in 1972 as a
branch of the communication discipline.

In the last

decade instructional communication research has focused
on cognitive/ affective, and behavioral learning in
relation to student and teacher perceptions of teacher
verbal and nonverbal communication behavior, things
teachers do communicatively in the classroom and how
they relate to effective teaching and learning.
Variables examined include but are not limited to
teacher immediacy behaviors (e.g., Andersen,
1979; Christophel,

1990; Gorham,

1978,

1988; Mehrabian,

1971,

1981; PIax, Kearney, McCroskey, & Richmond, 1986;
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Richmond, Gorham, & McCroskey,
credibility (e.g., Andersen,
Beatty & Behnke,

1987), teacher

1972; Andersen,

1980; Beatty and Zahn, 1990; Dempsey,

1975; Frymier & Thompson,

1991; McCroskey, Holdridge, &

Toomb,

1974; McCroskey & Young,

1974b,

1975), power in the classroom (e.g.,

Edwards,

1973;

1981; Wheeless,

1974a,

Allen &

1988; Kearney, Plax, Richmond, & McCroskey,

1984; Kearney, Plax, Richmond, and McCroskey,

1985;

Plax et al.,

1986; McCroskey & Richmond,

& McCroskey,

1984; Richmond, McCroskey, Kearney, &

Plax,

1983; Richmond

1987) and teacher affinity-seeking techniques

(e.g., Frymier,
& Burroughs,

1992; Frymier & Thompson,

1991; Gorham

1989; Gorham, Kelley, & McCroskey,

McCroskey & McCroskey,

1986; Richmond,

1989;

1990).

As demonstrated in the aforementioned studies
whi c h focused on teacher communication that enhanced
student learning, positive associations have been
identified within the American culture.

The following

sections will review the literature that is of
particular relevance to this research— teachers'
perceived verbal and nonverbal immediacy, credibility,
and social style in relation to students' perceived
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motivation and learning.

Then, based on the

introduction and the literature review, a rationale,
hypotheses, and research questions will be presented
for comparisons of these same variables between various
cultures.
Review of Literature
Social Stvle
Social style is defined as "the wa y a person is
perceived to relate to other people"
McCroskey,

(Richmond &

1989, p. 67), a perception consisting of two

d imensions— assertiveness and responsiveness.
Assertiveness is the capacity to make
requests; actively disagree; express positive
or negative personal rights and feelings;
initiate, maintain, or disengage from
conversations; and stand up for one's self
without attacking another.

In some research

this aspect of communication is stereotyped
as "masculinity."

Of course, such

communication behavior is not exclusively
performed by males.

However, in the American

culture the stereotype of appropriate male
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behavior in communication is closely
associated with this characteristic,

(p. 81)

Descriptive terms associated with assertiveness include
assertive, willing to defend one's own beliefs, acts as
a leader, and dominant; they describe a person in
control.

Assertiveness is not aggressiveness, however.

Assertive individuals request their rights whereas
aggressives demand.

Assertives insist their rights be

protected, but aggressives take it a step further by
excluding the rights of others.
Responsiveness is the capacity to be
sensitive to the communication of others, to
be seen as a good listener, to make others
comfortable in communicating, and to
recognize the needs and desires of others.
In some research this aspect of communication
is stereotyped as "femininity."

Of course

this does not mean that only females are
responsive.

However, the communication

behaviors most closely associated with
responsiveness are very similar to the
traditional American stereotype of
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appropriate communication behaviors for
females,

(pp. 82-83)

Responsive individuals are seen as compassionate,
gentle,

sympathetic, friendly; responsive individuals

are empathic, open to the communication of others.
As noted in the introductory discussion of
communicator style, each communicator has a style of
communicating.

Effective communicators employ a style

which enables them to be appropriately assertive and
appropriately responsive based upon the situation.
Effective teachers must do the same, be in control but
able to display interest and concern for the student
(Bray & Howard,

1980).

Jordan, McGreal, and Wheeless

(1990) reported that the sex-role orientation of the
teacher, a construct similar to the social style of the
teacher, was a significant predictor of affective
learning and behavioral intent in a regression model
examining teacher's power use and biological sex.
Femininity, the warmth factor, was the significant
predictor.

Combined with assertiveness even better

outcomes resulted.
Research in the organizational setting is
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supportive of these conclusions.
(1981) and Sullivan (1977)

For example, Snavely

found that individuals who

are perceived by others as more responsive were also
perceived to be more attractive than nonresponsive
individuals.

Moreover, responsive individuals were

also perceived as more versatile, extroverted, and
trustworthy than nonresponsives (Snavely,

1981).

Wheeless and Reichel (1990) reported versatility and
responsiveness as the "best, unique predictors of task
attraction"

(p. 383), with assertiveness having only a

slight correlation with task attraction.
Credibility
As mentioned in the introduction, in the field of
communication source credibility is often
conceptualized according to Aristotle's theoretical
view of ethos.

Aristotle (Infante, Rancer, & Womack,

1990) translates "ethos" as "the speaker's power of
evincing a personal character which will make his
speech credible."

Like immediacy and style, this

personal characteristic is emotional in nature and can
influence the attitude or judgment of the audience.
Additionally, Aristotle originally conceptualized
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"ethos" as consisting of three dimensions— competence
(expertise/ expertness, authoritativeness,
qualification, or sagacity), trustworthiness
(character, safety, or personal integrity), and good
will

(intent) toward the audience (Cooper, 1932).

Most

studies seeking to identify the dimensions of
credibility consistently derive the competence and
trustworthiness or character dimensions.

Often the

trustworthiness and good will dimensions collapse into
one, trustworthiness, an intuitively reasonable
solution (McCroskey & Young,

1981).

If we place our

trust in someone, we usually perceive they will have
our best interests at heart. Or, conversely,

if someone

demonstrates he/she has our best interests at heart, we
will usually trust him/her (Cusella,

1982).

Thus, credibility can be seen as an attitude
toward the source, in this case the teacher held by the
student.

Credibility can be defined as believability.

In other words, a credible source is believable.
He/she has the knowledge expected, is trustworthy, and
has good intentions toward the receiver.

Transferred

to a classroom environment, a credible teacher would
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know the content and how to teach it and would be
competent.

A credible teacher would be trustworthy, of

high character.

A credible teacher would have the best

interests of the students in mind when in the classroom
environment.

Teacher credibility could change over

time, however, much like the concepts of initial ethos,
derived ethos, and terminal ethos.

How the students

perceive the credibility of the teacher will be
affected by what transpires in the classroom.

However,

if the teacher is perceived to be high in ethos or
credibility, small transgressions will most likely be
tolerated without unduly affecting the teacher's
credibility.
Teacher credibility, which has been investigated
quite extensively over the years, enjoys a positive
relationship with student learning (see Andersen,
1973; Beatty & Behnke,
Dempsey,
Wheeless,

1972,

1980; Beatty & Zahn, 1990;

1975; Rubin & Feezel,
1974b; Wheeless,

1986; Wheeless,

1975).

and Thompson (1991, in press)

1974a;

Recently, Frymier

found that teachers' use

of affinity-seeking techniques is highly correlated
w i t h students' perceptions of teacher credibility and
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with their own motivation, cognitive learning, and
affective learning.

In other words, highly credible

teachers may command more student attention which can
facilitate both motivation and learning.
This long established relationship is evident, but
not many specific teacher communication strategies or
behaviors that help to increase a teacher's credibility
have been identified.

Perhaps one reason is that

because credibility is perceptual in nature, what
constitutes credibility will vary with the
enculturation of individuals.

Whereas, talkative, out

going people are positively perceived in the American
culture and enjoy higher credibility, in Japan the
opposite is true.
Immediacy
If, as was purported in the discussion of
Mehrabian's

(1971) conceptualization of immediacy,

people tend to approach something they like and avoid
something they dislike, then the same can be said for
students and teachers.

Students will be more likely to

listen to teachers who are immediate than nonimmediate
teachers and, likewise, teachers will be more likely to
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listen to students who are immediate.

This could

result in more effective communication with a possible
outcome of more effective learning.
Christophel

(1990)/ in an investigation into the

relationships among teacher immediacy behaviors,
student motivation, and learning, reported significant
correlations between learning and immediacy and between
learning and motivation.

Analyses indicated that

immediacy mediates state motivation which impacts
learning, an intuitively sound model.
C hristophel's (1990) study was an outgrowth of
research on immediacy conducted by Andersen (1978,
1979).

Andersen (1979) looked at both immediacy and

solidarity as predictors of teaching effectiveness.
She differentiated between immediacy and solidarity by
defining immediacy as "the nonverbal behavior
manifestation of high affect" and solidarity as "the
internal affective state"

(p. 545).

Her results

indicated that teacher immediacy was highly correlated
w i t h student affect toward the instructor and
moderately correlated with student affect toward course
content and with student behavioral commitment.

Her
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study did not find a significant effect for immediacy
u pon cognitive learning.

Stewart and Wheeless

(1987)

continued this line of research with both college and
non-college samples and concluded that the results are
generalizable across instructional contexts, not just
in college classrooms.
In a follow-up study to Andersen's (1979) study,
Richmond, Gorham, and McCroskey (1987) reported that
correlations exist between teachers with low levels of
immediacy and lower cognitive and affective learning by
students, between teachers with moderate levels of
immediacy and higher cognitive and moderate affective
learning by students, and between teachers with high
levels of immediacy and higher cognitive and even
higher affective learning by students.

Overall, they

predicted that the more immediate a teacher is, the
more effective the communication and, thus, the more
effective the learning of both the cognitive and
affective types.

For college students, the specific

behaviors identified in their study as significant
contributors to both cognitive and affective learning
were vocal expressiveness, smiling, and relaxed body
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position.
Gorham (1988) extended and replicated this line of
research when she examined the relationship between
verbal teacher immediacy behaviors and student
learning.

Her findings replicated the previous

nonverbal research and identified gestures, eye
contact, movement around the classroom, and touch (to
some degree)

as additional nonverbal immediacy

behaviors that can increase students' perceptions of
learning.

She also empirically identified specific

verbal cues that could be used to increase verbal
immediacy and both cognitive and affective learning.
These specific cues included humor, praise,
conversations,

self-disclosure, questions, the use of

inclusive pronouns

(we and our),

feedback from

students, and initiation of out-of-class discussions of
class work.

Gorham also reported that these variables

w ere related to class size to some degree.

Those that

increased in value as class size increased included
teacher self-disclosure, asking questions or
encouraging students to talk, and use of inclusive
pronouns.

She noted that quantity of talk by the
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teacher was not associated with verbal immediacy.
Nonverbal behaviors particularly associated with
success in large classes included gesturing, smiling at
individual students, relaxed body position, and
m ovement around the classroom.
In the same vein, Kelley and Gorham (1988)
experimentally researched the effects of immediacy on
recall of information and found that eye contact and
physical immediacy in the forms of forward leans, empty
space between the subject and the experimenter, and
head nods did influence short-term recall.

Thus,

again, the link between cognitive learning and
immediacy was reinforced positively, as well as the
link between immediacy and affective learning.
In another study along this line, Kearney, Plax,
Smith, and Sorensen (1988)

found that prosocial

techniques are quite effective when used by an
immediate teacher but not by a nonimmediate teacher.
Conversely, antisocial techniques are more effective
w h e n used by a nonimmediate teacher but not by an
immediate teacher.

Intuitively this sounds correct

because educational philosophy is grounded in
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consistency.

When a teacher's verbal and nonverbal

behaviors are consistent, the message is more likely to
meet with a positive perception and attention.
Therefore, teachers with immediate behaviors and
prosocial strategies are more likely to meet less
resistance and probably to gain more compliance.

This

line of reasoning is consistent with Burgoon and Hale's
(1988) elaboration of the nonverbal expectancy
violations model for both friends and strangers.
This position seems associated to that of Petty,
Cacioppo, Sedikides, and Strathman (1988).

Although

not in direct conjunction with student/teacher
research, Petty et al. advocated the position that
affect can modify attitudes, both peripherally and
centrally.

In addition, this modification can be

either positive or negative, as an argument pertaining
to central issues or as a biasing factor in information
processing.

Persuasion or attitude change can be

moderated by affect or immediacy.
Gorham, Kelley, and McCroskey (1989) examined
affinity-seeking efforts used b y teachers for both self
and subject.

Nonverbal immediacy was one affinity-
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seeking strategy used by teachers to get students to
like them as a teacher, but not to get students to like
the subject.

Most of the other affinity-seeking

strategies listed by teachers could also be classified
as nonverbal or verbal immediacy behaviors as they have
been identified by Richmond, Gorham, and McCroskey
(1987) and Morris
Gorham et al.

(1985).
(1989) point out that physical

attractiveness did not appear to be a consciously used
strategy for affinity-seeking.

However, with regard to

nonverbal immediacy, Forgas (1988) found "(1) that both
physical attractiveness and facial expression had a
positive main effect on judgments and (2) that there
was a significant and nonobvious interaction on
judgments of self-confidence and responsibility"
478).

As in the Kearney et al.

previously,

(p.

(1988) study cited

inconsistent behaviors were derogatory to

impression formation.

Positive facial expressions were

associated with overall positive impressions.

For

attractive people, smiling enhanced perceptions by
others of self-confidence.

For unattractive people,

smiling indicated a lack of self-confidence and even
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submissiveness.

Neutral, non-smiling conditions were

more positive for unattractive people.

However, with

regard to responsibility attribution judgments,

smiling

or m ore positive facial expression by unattractive
people resulted in markedly more lenient treatment for
the participants.

These results are not necessarily

contradictory to the previous studies reported, but
mer e l y open another avenue for investigation.
Other topics worthy of consideration in addition
to the immediacy research regarding student/teacher
relationships and effective learning include vocal
frequency and person perception, powerful and powerless
talk in the classroom, and cultural perceptions of
nonverbal behavior.

Bond, Welkowitz, Goldschmidt, and

Wattenberg (1987) demonstrated that, depending upon the
nonverbal sensitivity of the targets, variations in
frequency have no influence on affective judgments of
the speakers but do influence evaluative judgments of
the speakers.

Affective judgments included nervous,

fearful, and angry.
competent,

Evaluative judgments included

fearful, and persuasive.

Since competency

is considered one of the most important attributes of
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an effective teacher, the decoding ability of the
students in conjunction with the vocal frequency of the
teacher can greatly influence perceptions of competence
and, thus, effective learning.
Similarly, the powerfulness or powerlessness of
the language used by the teacher can influence
students' perceptions of their competence.

Johnson

(1988) included in powerless forms of speech:

hedges

or qualifiers like "kinda," "I think,” and "I guess;"
hesitation forms like "uh," "ah," "well," and "urn;" you
knows; tag questions like "Sure is cold in here, isn't
it?"; deictic phrases like "over here" or "over there;"
and disclaimers like "Don't get me wrong, but..." or "I
know this sounds crazy, but..."

He listed four

generalizations regarding powerless talk (p. 169):

"1.

The use of powerless speech lowers the credibility of
sources.

2.

Powerless speakers appear less

attractive.

3.

Powerless speakers may be less

persuasive.

4.

There is not clearly established

relationship between communicator sex and perceptions
of powerless speakers."

These are similar to Richmond,

McCroskey, and Payne's (1987)

filled pauses and can be
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used to shift the perception of power back and forth
between the student and the teacher depending upon what
is called for at the moment.

In some cases, when

immediacy is called for, powerless speech may be a more
effective communication tool than powerful speech in
the classroom.
Cultural Perceptions of Immediacy.

Another issue

worthy of discussion is that cultural perceptions of
immediacy may vary.

What is considered appropriate

behavior for one culture, may actually be offensive to
another (Morris,
1987).

1985; Richmond, McCroskey, & Payne,

Gudykunst and Ting-Toomey (1988) examined the

influence of culture on affective communication and
determined that there was a consensus in the literature
that revealed that the basic emotions are universally
recognizable and that there appears to be a similarity
in the dimensions of emotions across cultures.
However, attitudes toward and antecedents to specific
emotions vary across cultures.

The ramification for

teachers, and even students, as classroom populations
are more diversified is increased sensitivity toward
interpretation of nonverbal and verbal behaviors,
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especially immediacy.

Although previous research

indicates the value of immediacy behaviors in
communicating effectively and learning effectively,
society is continually changing.

The mobility and

demographics of each classroom must be taken into
consideration before the interpretations and
perceptions of immediacy can demonstrate validity.
In an effort to empirically determine if cultural
differences exist in the perception of teacher
immediacy behaviors, Sanders and Wiseman (1990)
examined the effects of verbal and nonverbal teacher
immediacy on perceived cognitive, affective, and
behavioral learning in American multicultural college
classrooms.

Significant and positive relationships

were found for teacher immediacy and all learning
outcomes.

However, among the four ethnic groups

examined differences were found.

Teacher immediacy

predicted affective learning more than behavioral
learning for Whites, Asians, and Hispanics with more
affective learning predicted for Hispanics than Asians
or Blacks.

Affective learning rather than cognitive

learning was more associated with immediacy for
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Hispanics.
For all four ethnic groups, seven teacher
behaviors were significantly related to
perceived cognitive learning:
students to talk,

(a) encourages

(b) uses humor,

(c) has

discussions with students outside class,
solicits alternative viewpoints,
student work,

(d)

(e) praises

(f) does not use a dull voice,

and (g) smiles at students,

(p. 347)

For all four ethnic groups, affective
learning was significantly related to six
immediacy behaviors:

(a) using humor,

asking students about assignments,

(c)

soliciting viewpoints from students,
praising student work,

(b)

(d)

(e) maintaining eye

contact, and (f) smiling at students,

(p.

348)
Only two immediacy behaviors were
significantly related to behavioral learning
for all four ethnic groups:

using student

names and maintaining eye contact with
students,

(p. 348)
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Conversely,

six cues were not related to

behavioral learning across all ethnic groups:
(a) suggesting students telephone,

(b)

addressing teachers by first name,

(c)

standing close to students,
the classroom,

(d) moving around

(e) not looking at

board/notes, and (f) not standing behind the
podium.

(p. 352)

Across all types of learning and all ethnic groups, the
most salient nonverbal cues were vocal expressiveness,
smiling, and eye contact.

The most salient verbal cues

were using humor, soliciting student views, and
praising student work.

Support was garnered for

pancultural effects for immediacy, albeit in American
universities only.
Keeping in mind the limiting factors influencing
the communication, immediacy in the form of both verbal
and nonverbal behaviors may increase the students'
liking of the teachers.

This liking may in turn

increase arousal intensifying pleasure and this
arousal,

in turn, may lead to submissiveness by the

students which will mediate variances in levels of
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liking induced by variations in pleasure, arousal, or
b oth (Gorham,

1988).

In other words, the teacher who

is perceived by students as both verbally and
nonverbally immediate will have the opportunity to
communicate more effectively and, therefore, to
increase effective learning, possibly by increasing
motivation.
Motivation and Learning
Motivation.

Throughout the educational literature

one theme is recurrent, motivation (e.g., Atkinson,
1964; Bates,
1986; Brophy,

1979; Bowden,

1988; Brophy,

1987; Brophy & Evertson,

Good,

1974; Christophel,

Ryan,

1985; Frymier & Thompson,

Brophy,
Maehr,

1976; Deci &

1991; Good, Biddle, &

1987; Jones & Jones,

1990;

1984; Marton & Ramsden, 1988; Perry, 1988;

Ramsden,
Saljo,

1981; Brophy &

1990; deCharms,

1975; Good & Brophy,

1983; Brophy,

1988; Richmond,

1990; Roth & Anderson,

1988; Stage & Williams,

1986; Weiner,

1969,

1979).

1988;

1990; Weaver & Cottrell,

Teachers must be motivated

to teach effectively and students must be motivated to
learn.

To better understand why motivation is the

underlying foundation of education,

further elucidation
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is needed.

Wlodkowski

(1978) defines motivation as:

Simplistically, motivation deals with why human
behavior occurs.

Most psychologists and educators

use motivation as a word to describe those
processes that can (a) arouse and instigate
behavior;

(b) give direction and purpose to

behavior;

(c) continue to allow behavior to

persist; and (d) lead to choosing or preferring a
particular behavior,

(p. 2)

Thus, all behavior is predicated by motivation,
either in state form or trait form (Good, Biddle, &
Brophy,

1975; Good & Brophy,

1987).

Each individual

possesses a certain level of trait motivation which is
relatively enduring over time unless radically
disturbed by mental disturbances such as depression or
manic-depression or debilitating physical conditions
such as malnutrition, cancer, or extreme fatigue.

A

person's trait motivation can range from an extreme
low, apathy, to a very high level, the Type-A
personality.

Consequently, most people fall somewhere

in the middle area on a trait motivation continuum,
rather than at either extreme.

Although the level may
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vary somewhat from day to day, the mean level of
overall motivation will be relatively stable.
The second type of motivation level, state
motivation, is more relevant to this research.

State

m otivation levels are situation-dependent; they change
according to the circumstances.

They are altered,

either increasing or decreasing, depending upon the
stimulus and its relevance to the person.

This

explains w hy students can appear to be totally
apathetic to anything remotely connected to school or
to be unable to learn a few simple facts to regurgitate
for a test, but can easily recite the latest rap or the
chronological events of their day-to-day interpersonal
interactions.

The difference is state motivation.

Students may not be motivated to learn what the teacher
wants them to learn, but that is not to say that they
are not motivated.

Their behavior occurs because their

state motivation is triggered by some stimulus other
than one related to learning in the classroom.
Learning.

If motivation explains why human

behavior occurs, then learning can be conceptualized as
a change in human behavior.

Whether approached from a
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connectionist, cognitive, or behaviorist perspective,
learning involves change.

Depending upon one's

perspective, the change m ay be manifested in observable
behavior or completely cognitive (Bandura,

1977).

One popular framework for categorizing learning is
Bloom's

(1956) taxonomy which includes three domains:

cognitive,

affective, and behavioral.

The first

domain, cognitive learning, refers to information
recall and can range from simple knowledge at an
elementary level to synthesis and evaluation at the
fifth and sixth levels.

Cognitive learning is

synonymous with intellectual development.
domain of learning, affective,
nature.

The second

is attitudinal in

It refers to the connotative meaning attached

to the learning event.

The emotion or the feelings

attached to the information itself or the context in
w h i c h the learning occurs are all part of the affective
domain.

Behavioral learning is the third domain.

Sometimes referred to as the psychomotor domain and as
conceived by Bloom and his associates

(1956),

behavioral learning was originally concerned with
manipulative skills such as eye-hand-coordination.

In
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recent years,

following Fishbein and Ajzen's

(1975)

hypothesis that behavioral intentions determine overt
behaviors, behavioral learning has been extended to
include intentions to perform certain behaviors.
Motivation and Learning.

Weaver and Cottrell

(1988), recognizing that the literature is far from
conclusive with regard to the role of motivation in
learning,

investigated student motivation believing

that a relationship does exist between learning and
motivation.

This premise was supported by the

responses garnered from an upper level course to the
question,

"What is it that most motivates you in a

class?"
The open-ended student responses to this question
about what motivates them most in class, makes them
w ant to learn, and holds their interest were ranked
according to what appeared most often.
seventeen items, the first six included:

Of the top
"(1)

interesting subject,

(2) instructor enthusiasm,

exciting approaches,

(4) relevance of the class/subject

to m y life,

(3)

(5) sense of humor/ability to laugh in the

classroom, and (6) interaction between teacher and
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students"

(p. 23).

The constant variable in each of

these items is the instructor's ability to control the
item.

Weaver and Cottrell

(1988) report that, based on

the students' responses, the responsibility for student
motivation tends to lie more with the instructor than
w it h the student.

"That is, it seemed to us that much

of the success of failure of student motivation depends
on the instructor.

Students appear to take little

responsibility for their own motivation"

(p. 23).

Moreover, when instructors were questioned as to
what they believed motivated students, with the
exception of humor, the answers were the same.

With

this in mind, Weaver and Cottrell (1988) reported
various ways instructors can foster motivation with
these top six items.
(1988)

For example, Weaver and Cottrell

suggest a formula to develop a sense of passion

in teaching:

A. grab the student's attention.

I.

hold

the student's interest, D. create desi r e , and A. use
variety, change, and activity to get action.
Christophel's

(1990) findings support the notion

that students' state motivation is key to cognitive,
affective, and behavioral learning.

Additionally, she
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found support for the conclusion that instructors'
communication in the classroom mediates student
motivation to learn.

Recent research by Frymier (1992)

is supportive of Christophel's findings.

Frymier

(1992), using path analysis to analyze students'

state

and trait motivation in relation to learning, found
that students'

learning is influenced more by state

motivation as impacted by teachers' nonverbal immediacy
behaviors, verbal immediacy behaviors, and affinityseeking behaviors than by students' trait motivation.
Thus, it seems highly probable that students'
motivation in the classroom is a direct result of
teachers' communication behavior, a finding consistent
w it h that of Weaver and Cottrell (1988).

Moreover,

it

is also highly probable that Bloom's (1956) three
taxonomical dimensions of learning are highly
correlated.

Just as it is difficult to disassociate

denotative meaning from connotative meaning,

it is

difficult to separate cognitive learning from the
attitudes attached to it, affective learning (Bloom,
1971; Good, Biddle, & Brophy,

1975).

Learning is a

total experience from knowledge to emotional context to
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intentions.

Hence, the three domains are closely

intertwined and learning cannot occur in isolation one
domain from another.
Culture and Communication
Webster's New World Dictionary lists civilization
as a synonym for culture.

Civilization is the total

culture of a people; culture is
the deposit knowledge, experience, beliefs,
values, attitudes, meanings, hierarchies,
religion, notions of time, roles, spatial
relations, concepts of the universe, and
material objects and possessions acquired by
a group of people in the course of
generations through individual and group
striving (Samovar & Porter,

1991, p. 51).

In other words, culture, which is pervasive,

learned,

and shared, is everything that is environmental or nonbiological

(Klopf & Thompson,

1992).

Thus, from birth

each member of a culture is both implicitly and
explicitly enculturated, socialized into ways of
thinking and doing.

The family, a social institution,

is primarily responsible for socializing children into
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their culture.

The second social institution that has

a major impact on the socialization process is the
education system, the school (Klopf & Thompson,

1992).

Culture shapes the social structure of the society
including areas such as language, relationships,
economic and political considerations, and education.
Moreover, culture determines to a large extent our
perception, beliefs, values, and attitudes (Klopf &
Thompson,

1992).

Culture is transmitted through communication, both
verbal and nonverbal.

We are enculturated through

communication and learn to communicate through culture,
a statement which exemplifies Hall's (1959,

1966,

1977)

view that culture and communication are inseparable.
Thus, a comparison of teachers'

communication and its

impact on students' motivation and learning is remiss
without addressing the issue of culture.

The next

section of this literature review will focus on
cultural issues that impact communication in classrooms
in mainland America, Finland, Hungary, and Puerto Rico.
Cultural Differences that Impact Communication
Although cultures vary across many dimensions,
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verbal and nonverbal behavior are two areas that are
prominent in all cultural and intercultural activity.
Hecht, Andersen, and Ribeau (1989) suggest that verbal
behavior is more easily explainable than nonverbal and
conclude that one way to better understand the impact
of culture is to examine two of the four most common
cultural dimensions of culture as identified by
Hofstede (1984).
Hofstede are:

The four dimensions identified by

power distance, individualism,

masculinity, and uncertainty.

Before these are

discussed, however, the key component involved in
communication, perception, deserves an explanation.
Perception.

Perception refers to the ways that

our minds arrange information, how we selectively pick
and choose stimuli on which to focus and the meaning we
attach to that stimuli.

Culture impacts how we

perceive incoming stimuli, both by influencing the
selective exposure and attention processes and by
teaching us what meaning to attach to the stimuli.
For example, greetings are universal and found in
every culture, but the specific type of greeting ranges
from shaking hands for Americans to embracing and

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Comparison
41
rubbing each other's backs for the Polynesians (Klopf &
Thompson,

1992).

Many common elements among cultures

have been identified among cultures by researchers
(e.g., Dodd, 1982; Hall,
Pennington,

1959; Harris & Moran, 1979;

1985; Samovar, Porter, & Jain,

1981), and

are descriptively called cultural universals.

These

common elements are characteristic of all cultures, but
are varied in their specific practice.

Perception

guides us in formulating ways of dealing with the
universals,

for example, what we eat, when we eat, how

we eat, and so forth.
Perception also directs our thinking with regard
to cultural universals such as social institutions:
the family, school, religious practices, political
systems, and economic structures.

Cultures establish

their identities through these social institutions,
social hierarchies, and systems for interpersonal
interaction and they provide ways to influence people
as well as to perpetuate the culture (Klopf & Thompson,
1992).
Individualism and Collectivism.

One perception

that influences how we relate to people is our
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identification with the social structure of our
culture.

Societies tend to develop interaction

patterns based on one basic cultural dimension,
individualism (idiocentrism) vs. collectivism
(allocentrism).

Developed from the work of Tocqueville

(1945), individualism refers to characteristics
associated with the self as a separate identity, apart
from society as a whole.

As a whole, people from

individualistic cultures tend to be independent, selfreliant, and self-centered.

In contrast, people from

collect!vistic cultures tend to be interdependent with
other group members, display mutual empathy, conform,
trust members of the ingroup, and are ready to be
influenced by others.

The needs, objectives, and

points of view of an ingroup take precedence for
collectivistic societies, whereas personal objectives,
attitudes, and values take precedence over the ingroup
for individualistic cultures (Marin & Triandis,

1985).

Hispanic cultures tend to be collectivistic, as
are many cultures in warmer climates such as South Asia
and South America.

More social support appears to be

provided for members of collectivistic societies and
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t hey seem to be more nonverbally expressive (TingToomey,

1989).

In individualistic cultures, people

tend to be more nonverbally affiliative because they do
not have the social support system evident in
collectivistic cultures

(Andersen, 1988).

Individualistic cultures tend to be in colder climates
such as northern Europe and North America (Andersen,
Lustig, & Andersen,

1990).

exceptions to this tendency.

However, there are notable
The United States is

considered to be the epitome of individualism.

Japan,

whi c h is not in a warm climate, is considered to be the
diametric opposite, the epitome of collectivism
(Hofstede,

1984).

One reason for the association between climate and
individualism/ collectivism is probably due to the
requirements for survival.

In a cold, harsh climate,

people must be able to take care of themselves.

They

must be independent, but they must be able to work with
others when necessary.

Rather than their friend,

nature is their adversary.

In warmer climates, that is

not the case.
Power D i s t a n c e .

Another perception that impacts
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communication and separates cultures is power distance.
Hofstede (1984) defines power distance as a measure of
interpersonal power or influence that exists between
two individuals.

Cultures with high power distance use

characteristics such as intelligence, wealth, or
education to establish and maintain their position in
the society.

Deference and respect are paid to these

high power individuals-~the physicians, the professors,
the priests, the rich, the educated, and the aged for
example (Marin & Marin,

1991).

Hofstede (1984) found

in a wor k setting that the highest power distances
between bosses and workers were in the Philippines,
Mexico, Venezuela,

India, Singapore, Brazil, Hong Kong,

France, Columbia, and Turkey.

The smallest power

distances were found in Great Britain, Switzerland,
Finland, Norway, Sweden,

Ireland, Denmark,

Israel, and

Austria (in descending order).
M a s c ulinity.

Triandis (1990) suggests that

masculinity and its converse,

femininity, are closely

related to individualism and collectivism,
respectively.
Masculine cultures emphasize getting the job done,
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achievement, progress, advancement.

Feminine

cultures emphasize the quality of life, good
interpersonal relationships, nurturing, concern
for others.

Being strong and effective matters to

people in masculine cultures; being kind and
caring matters to people in the feminine cultures.
(Triandis,

1990, p. 51)

Cultures that are high in masculinity include Japan,
Canada, Austria, and Venezuela, while Sweden, Norway,
and the Netherlands are considered to be high in
femininity (Hofstede, 1984).

Of the countries indexed

on masculinity by Hofstede, Japan rated 95, the United
States 62, and Finland 26.

These index numbers

classify Japan as extremely masculine, the United
States as masculine, and Finland as feminine.
Uncertainty Avoid a n c e .

A fourth dimension is

uncertainty avoidance, often used synonymously with
tolerance for ambiguity.

Uncertainty avoidance is

concerned with the rules and regulations used in
decision making.

Cultures with low uncertainty

avoidance have a hope of success, strong ambitions for
individual advancement, stronger achievement
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motivation, and prefer broad guidelines that allow
flexibility in following rules.

Those with high

uncertainty avoidance tend to be the opposite
(Hofstede,

1984).

Hofstede (1984) identified Greece with the highest
uncertainty avoidance index value,

112.

Japan was

lower with 92, as were Mexico with 82, Finland with 59,
and the United States with 46.
Cultural Differences in Communication
A paucity of information is available about
instructional communication in cultures other than the
United States.

Several studies have been done,

however, which compare various cultures on
communication variables.

This section will report some

of those differences for the cultures compared in this
research.
Immediacy and Cultural Differences.

American and

Finnish college students do not report themselves to be
significantly different on a self-assessment of
nonverbal immediacy (Klopf, Thompson,
Sallinen-Kuparinen,

Ishii, &

1991), both reporting moderate

levels of nonverbal immediacy.

Klopf, Thompson,

Ishii,
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and Sallinen-Kuparinen (1991) interpreted this to mean
that both Finns and Americans perceive their
communicative interactions as more task-centered than
people-centered.

That is, they focus on the business

at hand rather than on the relationship itself.
Information about immediacy in other cultures was not
available.
Social Style and Cultural Differences.

Again,

Finnish and American college students report themselves
significantly different on social style.

For both the

assertiveness and responsiveness dimensions of social
style, the Finns were assessed themselves as
significantly less responsive in communicative
interactions than did the Americans (SallinenKuparinen, Thompson, & Klopf,

1991).

The Finns are

perceived as silent, timid, taciturn, shy, and
introverted (Lehtonen & Sajavaara,
Kuparinen,

1985; Sallinen-

1986) and the Americans as talkative and

outgoing (Richmond & McCroskey,

1989).

In comparison,

the two cultures appear to match the stereotypes, but
it should be noted that the scores for responsiveness
w ere within the high range for the Finns.

The
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differences are in relation to one another.
Argumentativeness and Cultural Differences.

In a

comparison of Finnish and American university students
on argumentativeness, the Finns self-reported
themselves as significantly higher (Klopf, Thompson, &
Sallinen-Kuparinen,

1991).

The difference between the

two cultural orientations appeared to be a function of
the desire to approach arguments.

The two groups were

equally likely to approach arguments, but the Americans
w e r e more likely to avoid arguments.
Rationale and Hypotheses
Investigations of perceived teacher social style,
credibility, and immediacy do report positive
relationships with motivation and/or learning.

The

investigations have not, however, been extended to see
w h a t cross-cultural relationships exist.

With the

increased probability of more multicultural classrooms,
it is important to determine which teacher
communicative characteristics are pancultural in
nature.
To that end, while the previous conceptualizations
of students' perceptions of teachers'

immediacy
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behaviors and credibility in relation to students'
perceived motivation, cognitive learning and learning
loss, affective learning, and behavioral learning are
reasonably well established for American college
classroom, it has not been empirically established that
the same relationship exists in other contexts.

Nor

has the relationship been extended to include students'
perceptions of teachers'

social style.

Thus, the

following hypothesis was proposed:
A linear combination of teachers' perceived
verbal immediacy, nonverbal immediacy,
competence, character, assertiveness, and
responsiveness is significantly correlated
with a linear combination of students'
perceived motivation, cognitive learning,
affective learning, and behavioral intent.
Previous research cited in the literature review
suggests that students' state motivation impacts their
performance in the classroom— how much they learn
cognitively, affectively, and behaviorally.

How

motivated a student is should affect the amount of
learning he/she perceives has occurred in a particular
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class.

If students perceive themselves as motivated,

they should report higher levels of learning and lower
levels of learning loss.

Therefore, the following

hypothesis was posed:
H 2:

For each individual culture studied and for
all cultures in aggregate form, students’
self-reported motivation will be positively
associated with:
H^:

Stude n t s ’ cognitive learning

H 2b:

Students' affective learning

H 2C:

Students' behavioral intent.

As educators we often hear theories about how to
promote student success in the classroom.

Some argue

that student motivation is the key; others that the
teacher is the most important variable in the
classroom.

In an effort to discover more about the

relationship between students' motivation and teachers'
communication behavior in the classroom, the following
research question was developed:
RQ^

In comparisons among various cultural groups,
to what extent is student motivation in
conjunction with instructors' verbal
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immediacy, nonverbal immediacy, competence,
character, assertiveness, and responsiveness
a collinear predictor of students' cognitive
learning and learning loss, affective
learning, and behavioral learning?
As evidenced previously in the immediacy
literature review, a large body of research has
investigated relationships between teachers'
behaviors

(both verbal and nonverbal), students'

motivation, and learning.
(Andersen,

immediacy

With few exceptions

1979), the findings indicate that teachers'

immediacy is positively associated with students'
motivation and learning.

The research has not,

however, been extended to include comparisons among
various cultural groups.

To determine if teachers'

immediacy is desirable in various cultural groups, the
following hypotheses were posed:
H 3:

For each individual culture studied and for
all cultures in aggregate form, students'
perceptions of instructors' verbal immediacy
will be positively associated with students'
perceived motivation, cognitive learning,
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affective learning, and behavioral intent and
negatively associated with cognitive learning
loss.
H 4:

For each individual culture studied and for
all cultures in aggregate form, students'
perceptions of instructors' nonverbal
immediacy will be positively associated with
students' motivation, cognitive learning,
affective learning, and behavioral learning,
and negatively associated with students'
cognitive learning loss.

Likewise, although teachers' credibility has been
touted as necessary in American classrooms and
positively associated with students' motivation and
learning,

it has not been determined to be a

pancultural phenomena.

Thus, the following hypotheses

were posited:
H s:

For each individual culture studied and for
all cultures in aggregate form, students'
perceptions of instructors' competence will
be positively associated with students'
motivation, cognitive learning, affective
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learning, and behavioral learning, and
negatively associated with cognitive learning
loss.
H 6:

For each individual culture studied and for
all cultures in aggregate form, students'
perceptions of instructors' character will be
positively associated with students'
motivation, cognitive learning, affective
learning, and behavioral learning, and
negatively associated with students'
cognitive learning loss.

In past research, the impact of teachers' social
style on students' motivation and learning has been
relatively unexplored.

As with the competence

dimension of credibility, we surmise that an effective
teacher must at times be assertive, be willing to take
a stand, and maintain control in the classroom.

If a

teacher is unwilling or unable to assert him/herself in
the classroom, the opportunities for sustained time on
task and learning might be greatly limited.

On the

other hand, a teacher who is consistently assertive
without being responsive to the needs of his/her
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students may be perceived as "power hungry" and as
uncaring.

Throughout the educational literature of the

last few decades this theme runs strongly, albeit the
words have changed with the times.

The small number of

empirical studies that specifically address the
concepts of assertiveness and responsiveness as
communication styles that promote effective classroom
communication encourage further investigation of this
relationship.

Consequently, the following hypotheses

were posited:
H7:

For each individual culture studied and for
all cultures in aggregate form, students'
perceptions of instructors' assertiveness
will be positively associated with students'
motivation, cognitive learning, affective
learning, and behavioral learning, and
negatively associated with students'
cognitive learning loss.

H$:

For each individual culture studied and for
all cultures in aggregate form, students'
perceptions of instructors' responsiveness
will be positively associated with students'
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motivation, cognitive learning, affective
learning, and behavioral learning, and
negatively associated with students'
cognitive learning loss.
Finally, even if the hypothesized relationships do
exist among students' perceptions of teachers' verbal
immediacy, nonverbal immediacy, competence, character,
assertiveness, and responsiveness and students'
perceptions of their own motivation, cognitive
learning, affective learning, and behavioral
intentions, we are still uninformed as to the
variations among cultures.

We still do not know

students' perceptions of how often their teachers'

use

certain communication behaviors in the classroom and
how strongly their impressions of their teachers vary.
Therefore, the following research question was posed:
RQ2: What differences exist between cultures with
regard to all predictor and criterion
variables?
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Chapter Two
Methodology
The purpose of this study was to compare in
different cultural settings the relationships among
students' perceived motivation and learning and
students'

perceptions of teachers'

social style, and credibility.

immediacy behaviors,

A description of the

research design, selection of subjects, measurement,
classroom procedures, data collection and recording,
statistical analyses, and limitations of the research
are discussed below.
Research Design
A comparative approach was employed to analyze
data.

Students' self-perceived motivation, cognitive

learning and learning loss, affective learning, and
behavioral learning served as criterion or dependent
variables.

S t u d e n t s ' perceptions of teachers' verbal

and nonverbal immediacy, credibility (competence and
character), and social style (assertiveness and
responsiveness) served as predictor or independent
variables.

The complexity of the variables and the

problems involved in measuring them both experimentally
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and cross-culturally precluded using the experimental
method or controlled manipulation.

Correlational

methods were used because they are capable of
characterizing the degrees of interrelationship among
several variables simultaneously (Williams,

1986), and

they may be used for analyses of data from a realistic
setting— in this research, the classroom.
Selection of Participants
Participants were recruited from university
undergraduate, high school, and junior high school
classes b y the researcher and by collaborators in
various institutions representing different cultural
groups.

University undergraduate students at DePaul

University, New Mexico State University, and West
Virginia University in the United States of America, at
the University of Puerto Rico in Puerto Rico, the
University of New England in Australia, and the
University of Jyvaskyla in Finland served as the
college sample.

The Australian sample included only 16

participants and was eliminated from all analyses.

The

American college samples were compared with
multivariate analyses of variance (MANOVA) and were not
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determined to be significantly different.

Thus,

participants from West Virginia University, DePaul
University, and New Mexico State University were
combined into one group, American College students.
(See Table 1 for sample demographic information.)
Junior high school age and senior high school age
students from the United States, Denmark, and Hungary
served as the younger sample.

The number of Danish

participants who completed the survey was limited, and
the Danes were eliminated from analyses.

Grade level

classifications such as high school and junior high
school in the Hungarian school system are dissimilar to
the American system.

Thus, for ease in comparisons,

the Hungarian sample was split into two groups based on
age of the students to roughly correspond to the age
levels of the American sample.

Students 14 years of

age or younger were classified as Hungarian Junior High
and students 15 years of age or older were classified
as Hungarian High School.

This provided a culturally

and demographically diverse sample composed of seven
groups:

American College, Puerto Rican College,

Finnish College, American High School, Hungarian High
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School, American Junior High, and Hungarian Junior
High.
Measurement
Six instruments and demographic information were
u sed for data collection in this study.

A description

of each instrument follows.
Immediacy.

Immediacy was measured with the Gorham

(1988) Verbal Immediacy Scale and the Richmond, Gorham,
& McCroskey (1987) Nonverbal Immediacy Scale.

The

Go r h a m (1988) Verbal Immediacy Scale consists of twenty
verbal teacher immediacy behaviors

(see Appendix A).

The Richmond, Gorham, and McCroskey (1987) Nonverbal
Immediacy Scale consists of fourteen nonverbal teacher
immediacy behaviors

(see Appendix B) associated with

cognitive learning.

The two were combined into one

scale w ith thirty-four items, the first twenty verbal
and the next fourteen nonverbal.

The scales required

the participants to report their perceptions of an
instructor other than the one in whose class the survey
was administered, specifically, the instructor from the
course which they had just attended.

Subjects were

asked to rate the frequency with which that instructor
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uses the listed verbal and nonverbal immediacy
behaviors on a range from 0 (Never) to 4 (Very Often).
Total verbal immediacy scores were calculated by
summing the frequency scores across all verbal items,
reflecting negative items where necessary.

Total

nonverbal immediacy scores were calculated by summing
the frequency scores across all nonverbal items,
reflecting negative items where necessary.

Gorham

(1988) reported the split-half reliability for the
verbal score to be .94; with item 29 deleted for weak
correlation, the split-half reliability for the
nonverbal score was reported to be .84 (Richmond,
Gorham, & McCroskey,

1987).

Due to the cross-cultural nature of this study,
all scale items were retained and alpha reliabilities
(Cronbach,

1951) were computed for each scale's use in

each culture and for the sample as a whole.

See Table

2 for alpha reliabilities for each scale's use in this
study.
Cr e d ib i l i t y .

The McCroskey and Young (1981)

Source Credibility Scale was used to test the
instructor's credibility (see Appendix C ) .

It
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represents two dimensions of credibility, competence
and character.

The two dimensional scale measures

credibility with twelve, seven-step bipolar adjectives
(see Appendix C ) .

An expected alpha reliability of .80

for the scale's use is reported by McCroskey and Young
(1981).

See Table 2 for alpha reliabilities for the

scale's use in this study, for both the individual
cultural groups and the sample as a whole.
Social S t y l e .

The Richmond and McCroskey (1985)

Assertiveness/Responsiveness Measure was used to test
the instructor's social style (see Appendix D ) .

Based

on the Bern Sex-Role Inventory (1974), the work of
Merrill and Reid (1981), and Wheeless and
Dierks-Stewart's revision of the Bern Sex-Role Inventory
(1981), the twenty item, five-step, Likert-type
Richmond-McCroskey scale measures personality
characteristics descriptive of assertiveness and
responsiveness with ten items each.

Students reported

the degree to which they believed each of the
assertiveness or responsiveness characteristics applied
to the instructor while he/she interacts with others.
Richmond and McCroskey (1985) report that this two
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dimensional scale has alpha reliabilities of .80 or
above for each subscale and for the total social style
scale.

Alpha reliabilities for the scale's use in this

study are reported in Table 2.
M o t i vation.
trait forms.

Motivation exists in both state and

State motivation has been found to be a

better predictor of learning than trait motivation
(Christophel,

1990), although both state and trait

motivation have been correlated with student learning.
Thus, state motivation about the course on which
respondents reported was operationalized with
Richmond's

(1990) five-item motivation scale which

added to Beatty, Forst, and Stewart's (1986) three-item
scale (see Appendix E).

The Richmond (1990)

self-report scale consists of five, seven-step bipolar
adjectives.
b y Richmond.

An alpha reliability of .94 was reported
See Table 2 for the scale's use in this

study.
Cognitive Learn i n g .

Students' perceptions of

their own learning was measured with Richmond,
McCroskey, Kearney, and Plax's
learning technique.

(1987) cognitive

As an alternative to course grades
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and/or standardized test assessments, this technique
assumes that all cognitive learning measurement is
subjective to some degree.

The measurement technique

essentially asks two questions - (1) "On a scale of
0-9/ how much did you learn in the class on which you
are reporting?" and (2) "On a scale of 0-9, how much
could you have learned in the referenced class had you
had an ideal instructor?"

(see Appendix F).

The first

score is subtracted from the second to obtain a
"learning loss" score.
Affective Learn i n g .

Students' perceptions of

their own affective learning was operationalized with
the Affective Learning Scale (Richmond, 1990), a scale
adapted and expanded from previous research (Andersen,
1979; Fishbein & Ajzen,

1975; Gorham,

Richmond, Plax, & Kearney,
Tannenbaum,
G).

1988; McCroskey,

1985; Osgood, Suci, &

1957; Scott & Wheeless,

1975)

(see Appendix

Three subscales from the Affective Learning Scale

w ere used that measured students' attitudes or affect
toward learning with four, seven-step evaluative
bipolar adjectives.
of

The scale has alpha reliabilities

.90 or above for each subscale and .96 for the total
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affect scale (total affect scale = affective learning
and behavioral learning described below)
1990).

See

scale's use

(Richmond,

Table 2for the alpha reliabilities for

the

in this study.

Behavioral L e a r n i n g .

The second part of the

Affective Learning Scale (Richmond,

1990) was used to

operationalize behavioral learning (see Appendix G ) .
Fishbein and Ajzen (1975) posit that behavioral
intentions determine overt behaviors.

Thus, behavioral

learning was measured with three subscales using four,
seven-step bipolar adjectives

(see Appendix G ) .

The

scale has alpha reliabilities of .90 or above for each
subscale and .96 for the total affect scale (Richmond,
1990).

See

Table 2for the scale's use in this study.

Classroom Procedures
Data were collected by the researcher at West
Virginia University and by collaborators in other
institutions.

Prior to data collection, the principal

investigator traveled to Finland to meet with Dr. Aino
Sallinen-Kuparinen, the Finnish collaborator, and to
Puerto Rico to meet with Dr. Joan Fayer, the
collaborator in Puerto Rico.

At these meetings the
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collaborators were briefed as to the purpose of the
research.

After ascertaining that their knowledge

about the research topics was sufficient, both were
instructed about the procedures for the protocol,
including translation methods for the Finns.

Because

of time and financial constraints, the principal
researcher was unable to meet with the Hungarian
collaborator, but the same issues were addressed by
mail and by FAX.
Chicago,

With the exception of Dr. Ed Forst in

Illinois, who was trained by mail, the

American collaborators were duly instructed in person
about the research.

Because they were administering

the protocol in American educational institutions,
translation was not required.
Students were informed that their participation
would aid in preparing a communication profile of
effective teachers - what effective or ineffective
teachers say or do in the classroom that enhances or
detracts from student learning and/or motivation.
Students were informed that their participation was
voluntary, anonymous, and would not impact their class
standing or grade in any way.
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Date Collection and Recording
Collaborators were asked to survey the
participants about six weeks into the semester to
insure that students had had time to become familiar
wit h their instructors' communication habits and to
insure that students had had ample opportunity to have
been tested and to have formed an opinion regarding
their own level of cognitive and affective learning as
well as their level of motivation for the course.
Students were asked to fill out the complete
survey, consisting of demographic data (see Appendix H
and Table 1), teacher verbal and nonverbal immediacy,
teacher credibility, teacher social style, student
motivation,

student cognitive learning, student

affective learning, and student behavioral intent.

In

Finland and Hungary, where students are less likely to
exhibit fluency in English, collaborators translated
the measures using the Werner-Campbell

(1970)

translation method into the most easily understood
language of the students.
Limitations of this Research
Emlc-etlc Distinctions.

The most pertinent
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limitation of this research is the use of instruments
designed for surveying samples in the United States,
mostly undergraduate college samples.

This limitation

is known as an emic-etic distinction.

Linguistic in

origin, the terms are derived from phonemics which
examines sounds from only one language and phonetics
which allows the linguist to generalize sounds to all
languages (Pike,

1960).

Thus, emic applies to

monocultural research and etic to pancultural.

By

using instrumentation developed in the United States
with college samples, an artificial etic may have been
thrust upon the Finnish, Hungarian, and Puerto Rican
samples.

This could result in losing the emic or

indigenous and meaningful aspects of the other
cultures.
To avoid the problems associated with the emicetic distinction, researchers and collaborators from
the various cultures should hold meetings to develop
and test reliable and valid instrumentation which
considers the emic aspects of the research topic.
Because of time and financial constraints, this was not
possible.
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The researcher was able, however, to meet with two
of the collaborators, Dr. Aino Sallinen-Kuparinen of
Finland and Dr. Joan Fayer of Puerto Rico, in their
respective countries to explain the constructs being
measured, to determine if the constructs were
transcultural, to familiarize them with the literature,
and to train them in the research protocol.

In

addition, the researcher received information about the
classroom communication practices of those two
cultures.

The researcher was unable to meet with Dr.

Joseph Buday in Hungary, and the issues were only
partially resolved.

The lower reliabilities for the

verbal and nonverbal immediacy and assertiveness
scales'

use in Hungary may be attributable in part to

the emic-etic distinction as well as to translation
problems.
Translation Problems.

Another problem inherent in

comparisons of constructs in varied cultures is
translation from one language to another.

Word-for-

w o r d translation of one scale to another language is
inherently plagued with problems.

As is often noted in

communication courses and texts, meaning is in people.
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Mere word-for-word translation cannot capture the true
flavor of what is meant in a research instrument.

The

cultural variations and nuances of the language must be
considered as well as whether the concept is
appropriate for translation from one language to
another or if the concept even exists in the other
culture.
To overcome this problem, the Werner and Campbell
(1970) back-translation method was employed for the
Finnish and Hungarian cultures.

The collaborators

worked with colleagues to ascertain if the concepts
were appropriate and then translated the measures into
their native language.

The translated measures were

then back-translated into English.

If the translations

were not adequate, the process was repeated.
For the collaborating Finns, the process, although
laborious, was not new and Dr. Aino Sallinen-Kuparinen
was easily conversant with both written and spoken
English as well as the instructional communication
literature.

For the collaborating Hungarians, the

process was much more difficult.

The concepts were not

as easily translatable into Hungarian and the
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translation procedure headed by Dr. Buday and his
colleague, Kristina Forte, took about a year.

As noted

in the discussion of the emic-etic distinction, the
lower reliabilities for some of the scales' use in this
research may be attributable to translation problems.
After consultation with Dr. Fayer in Puerto Rico,
it was deemed appropriate to administer the measures in
English to the sample at the University of Puerto Rico
at the Rio Piedras campus.

Because of its reputation

as the most rigorous academic program of higher
education in Puerto Rico, only the most highly
qualified are admitted to the school.

Their two-year

general studies curriculum which includes 12 credits in
English is required before application to a major field
of study (Clintron & Michel,

1991).

Hence, the

decision to use English versions of the protocol was
deemed appropriate.
Collaborators.

Judicious selection of

collaborators is critical for meaningful research
regarding cultural variations.

The collaborator is the

direct link to the subjects and data collection and as
such has a tremendous influence on the outcome of the
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research (Klopf & Cambra,

1983).

For this research,

collaborators were chosen who enjoy considerable status
as scholars and professors in their academic
environment and among the members of the sample, as
well as in the intercultural setting.
This was advantageous in two ways.

First, because

the principle investigator was still a student whose
professional credibility ma y have been questioned,
utilizing respected professionals in the project
enhanced her credibility as well as that of the
project.

Second, participants may have been more

willing to respond honestly and accurately for those of
higher status and for those whose ulterior motives were
not a question.

Of course, an alternative explanation

is that participants m ay have responded in a socially
desirable w ay to please the collaborators.

Replication

of this research is one way to more accurately
determine what occurred.
Subject Selection.

Another pertinent problem in

research about cultural variation is subject selection.
Whereas collaborators have the ultimate decision when
the principal investigator is unable to or it is deemed

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Comparison
72
ill-advised to based on his/her status collect the
data, care must be taken to obtain a representative
sample and not just live bodies.

Otherwise,

generalizability to the population is impossible.
Subject selection may not have been as problematic
in this research because the context studied was the
c lassroom— students and teachers.

The topic was

teachers' communication in relation to students'
motivation and learning and participants were students
polled in their respective classrooms about their
previous class' teacher.

Thus, participants were

relieved of anxiety about their teachers knowing what
t hey reported.
In an effort to further decrease the impact of
subject selection on this project, college samples were
obtained from three undergraduate schools located in
culturally diverse sections of the United States—
Morgantown, West Virginia; Las Cruces, New Mexico; and
Chicago,

Illinois.

Two high schools in the United

States were polled, albeit in the same geographical
area.

The other samples, however, were selected mainly

for convenience on an availability basis.
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Another limitation regarding subject selection
centered around cultural differences in practices
regarding instructor evaluation.

An attempt to gather

data at one institution in Australia was thwarted by
the administration's refusal to allow teachers to be
evaluated without their knowledge.

A similar problem

was encountered when a potential Japanese collaborator
wh o is a renowned international scholar in
communication attempted to secure permission to
participate in the project.

He was also denied

permission by his institution's administration because
they preferred to not have their faculty evaluated by
students.

Although these are problems directly related

to subject selection, they are also problems related to
emic-etic distinctions in the educational process.
Self-report M e a s u r e s .

Another factor which may

have biased the results in this research is the use of
self-report measures.

Students reported their

perceptions of what and how often their teachers use
certain communication behaviors as well as their
attitudes about their teachers and about behaviors
recommended by the teachers.

Although it can be argued
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that college students are experienced students and as
such are qualified to self-report, especially about
their attitudes and how they feel, it can also be
argued that for research to be usable it must be cross
validated via triangulation or some other method.
Of particular concern in this research are the
self-reports by the high school and junior high school
samples.

Their lack of sophistication in regard to

survey research, as well as their reading ability and
the length of the survey, may have confounded the
results.

Extension and replication of this research is

needed.
Sample S i z e .
problematic.

The size of the samples was

Although the sample sizes for the Finnish

and American College groups are large enough for
adequate power, the other cultural groups'
cause for concern.
just that, attempts.

sizes are

Attempts to generalize are at best
Requests were made to 15 cultures

for at least 300 subjects for each cultural group, but
because of various problems associated with research in
different cultures only the Finnish collaborators were
able to approach the desired number.

Replication of
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this research should strive for an increased sample
size so as to increase confidence in the
generalizability to the cultural populations as a
whole.
Cultures.

Another major limitation of this study

was the narrow range of cultures studied.

The four

major cultures, the Americans, the Finns, the
Hungarians, and the Puerto Ricans, are diverse in
attitudes, beliefs, and values as well as languages.
Nevertheless, they are not at the extreme ends of the
continuum on major cultural variables such as
individualism/collectivism, internal/external locus of
control, power distance, and so forth.

In order to

better understand the role of culture in education,
this line of research should be expanded to include
Asian cultures (i.e., Japan, Korea, or China) which are
diametrically different from the United States on many
communication variables as well as attitudes, beliefs,
and values.
Statistical Analyses
Nine hypotheses and two research questions were
posed for this investigation.

A significance level of
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.05 was set for all tests but those used for Research
Question 2.

To control for differences attributable to

chance, a significance level of

.01 was set for the

analyses of variance with a least-sguares solution in
Research Question 2.
To test Hypothesis 1, a canonical correlation
analysis was employed with students' perceptions of
their instructors'

verbal immediacy, nonverbal

immediacy, competence, character, assertiveness, and
responsiveness as the predictor set (Set 1) and
students' perceptions of their own motivation,
cognitive learning, affective learning, and behavioral
intent as the criterion set (Set 2).
between teachers'

The relationships

communication variables and students'

motivation and learning were examined with a series of
multiple regression analyses.

A second canonical

correlation analysis was employed with the same Sets 1
and 2 but with cognitive learning loss substituted for
cognitive learning.

The relationships between

teachers' communication variables and students'
cognitive learning loss were examined with regression.
Research Question 1 regarding the extent to which
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students' perceived motivation is a collinear predictor
of cognitive learning and learning loss, affective
learning, and behavioral intent with instructors'
verbal immediacy, nonverbal immediacy, competence,
character, assertiveness, and responsiveness was
examined with a sequential multiple regression analysis
w ith motivation as the final entry in the model.
Simple and multiple correlations were computed to
determine the associations among scores for Hypotheses
2 through 9.

The magnitude of the correlations were

classified according to Guilford (1956).

The

significance of the differences among r's for the
various cultural groups were tested using Fisher's Zr
transformation (Ferguson,

1981, p. 196).

Research Question 2 regarding differences among
cultures was examined with an analysis of variance
using a least-squares solution with teachers' perceived
verbal immediacy, nonverbal immediacy, credibility,
competence, character, assertiveness, responsiveness,
and motivation as dependent variables.

Differences

among cultural groups were explored with t-test
differences among the least-squares means.
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Chapter Three
Results
Hypothesis One
The first hypothesis postulated that a linear
combination of teachers' perceived verbal immediacy,
nonverbal immediacy, competence, character,
assertiveness, and responsiveness would significantly
predict students' perceptions of their own motivation,
cognitive learning, affective learning, and behavioral
intent.

Hypothesis 1 was tested utilizing canonical

correlation analysis, with teachers' perceived verbal
immediacy, nonverbal immediacy, competence, character,
assertiveness, and responsiveness constituting the
"predictor" variables and students' perceptions of
their own motivation, cognitive learning, affective
learning, and behavioral intent constituting the
"criterion" variables.
Canonical Correlation Analysis with Cognitive
Learning.

Using the data from all cultural groups in

aggregate form, the hypothesized relationship was
confirmed.

Overall, students' perceptions of teachers'

communication were related to students' perceptions of
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their own motivation and learning.

The canonical

correlation analysis resulted in three significant
roots (e < .05).

The first Rc accounted for 54 percent

of the common variance in the eigenroot (r^, = .73/
Wilks' Lambda = .43, F = 48.57, df = 24/4264, £ <
.0001) and was interpreted as the most descriptive of
t e a c h e r s ' communication overall that predicts students'
motivation and learning.

An examination of the

canonical weights for the first root showed that as
teachers are perceived as being more verbally and
nonverbally immediate, higher in competence and
character, and more responsive students perceive
themselves as more motivated and learning mor e —
cognitively, affectively, and behaviorally (see Table
4).

Consistent with Andersen, Norton, & Nussbaum's

(1981) work, there was no trade-off between cognitive
learning and affective learning, nor with behavioral
intent.
A second canonical correlation was significant and
Rc accounted for about 5 percent of the common variance
in the eigenroot ( ^ = .22, Wilks' Lambda = .94, F =
5.54, df = 15/3377, £ < .0001), but no variables loaded
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on the predictor and criterion variables.

Therefore,

the second root was not interpreted.
A third canonical correlation was also significant
(r,, = .11, Wilks' Lambda = .98, F = 2.65, df = 3/2448,
p < .05), accounting for only about 1 percent of the
common variance.

Only one variable loaded at > .60 on

each predictor and criterion variate, teach e r s ’
perceived assertiveness and students' perceived
cognitive learning.

Because only one variable loaded

on each variate, the Pearson Product-Moment correlation
was examined (see Table 3).

In this analysis,

t e a c h e r s 1 perceived assertiveness was correlated with
students' perceived cognitive learning (r1500 = .20, p <
.0001).

The third root was interpreted as indicating

that as students' perceptions of teachers'
assertiveness increase, students' cognitive learning
also increases (see Table 4).

The fourth root

accounted for less than 1 percent of the common
variance and did not reach the criterion level of
significance

(p < .05) and, thus, was not interpreted.

Most of the redundancy, the amount of variance
that can be accounted for in the composite, was
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associated with the first root.

Set 1, given Set 2,

contained 50 percent redundant information; and Set 2,
given Set 1, contained 70 percent.

The redundancies

for the third root were Set 1, given Set 2, 15 percent;
and Set 2, given Set 1, 13 percent.
Results of the first canonical correlation
analyses indicated that overall students' perceptions
of their teachers' communication in the forms of verbal
and nonverbal immediacy, competence, character, and
responsiveness are highly related to students'
perceived motivation and learning— cognitive,
affective, and behavioral (Rc = .73).

The same

analysis also indicated a significant, but somewhat
lesser, relationship between students' perceptions of
teachers' assertiveness and perceptions of their
cognitive learning (Rc = .11).

Taken together these

results indicate that there is a strong relationship
between how teachers communicate in the classroom and
all types of learning as well as an indication that
teachers'

assertiveness is especially associated with

cognitive learning.
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Canonical Correlation Analysis with Cognitive
Learning L o s s .

A second canonical correlation analysis

was utilized to determine if there was a similar
relationship between the two linear composites when
cognitive learning loss was substituted for cognitive
learning.

Using the data from the various cultural

groups in aggregate form, perceived teachers'
communication is related to students' perceptions of
their own motivation, cognitive learning loss,
affective learning, and behavioral intent.

The

canonical correlation analysis resulted in three
significant roots

(p < .05).

The first Rc accounted

for 41 percent of the common variance in the eigenroot
(r^, =

.75, Wilks' Lambda = .41, F - 42.26, df =

24/3500, p < .0001) and was interpreted as the most
descriptive of teachers' communication from the various
cultural groups that predicts students' motivation and
learning.

An examination of the canonical weights for

the first root showed that across all cultural groups
as teachers' are perceived as being more verbally and
nonverbally immediate, higher in competence and
character, and more responsive students perceive
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themselves as more motivated, having less of a learning
loss, and learning more affectively, and behaviorally
(see Table 5).
A second canonical correlation was significant and
Rc accounted for about 4 percent of the common variance
in the eigenroot

(r^ =

.21, Wilks' Lambda = .93, F =

5.04, df = 15/2772, p < .0001), but no variables loaded
at

>

.60 on the predictor and criterion variables.

Therefore, the second root was not interpreted.
A third canonical correlation was also significant
= .16, Wilks' Lambda = .97, F = 3.59, df = 8/2010,
p < .001), accounting for only about 2 percent of the
common variance.

No variables loaded at > .60 and the

third root was not interpreted.

The fourth root

accounted for less than 1 percent of the common
variance and did not reach the criterion level of
significance (p < .05) and, thus, was not interpreted.
Most of the redundancy, the amount of variance
that can be accounted for in the composite, was
associated with the first root.

Set 1, given Set 2,

contained 51 percent redundant information; and set 2,
given Set 1, contained 69 percent.
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The results of the second canonical correlation
analysis with cognitive learning loss substituted for
cognitive learning in the set of criterion variables
indicated a high degree of positive relationship of
teachers'

communication in the forms of verbal and

nonverbal immediacy, competence, character, and
responsiveness with students' motivation, affective
learning, and behavioral learning and a high degree of
negative relationship with cognitive learning loss.

As

in the first canonical correlation analysis with
cognitive learning, teachers' assertiveness had a
definite but small relationship with the set of
criterion variables.

In contrast to the first

analysis, however, teachers' assertiveness was not
related to cognitive learning loss in another canonical
root.
Hypothesis Two
The second hypothesis, which posed that for all
cultures in aggregate form and for each individual
cultural group, students' self-reported motivation
w o uld be positively associated with their perceived
cognitive learning, affective learning, and behavioral
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intentions and negatively correlated with their
cognitive learning loss, was confirmed.
Hypothesis 2A.

For all cultures in aggregate

form, the simple correlation for motivation with
cognitive learning (r = .59, p < .0001) indicated a
substantial relationship.

For cognitive learning loss

(r = -.49, p < .0001), the relationship with motivation
was negative and moderate.
For the individual cultural groups, the
associations were similar.
moderate correlations

All groups reported

(.40 < r < .70) between

motivation and cognitive learning, except the Hungarian
Junior High students who reported a low correlation (r
= .37).

For the College groups, the correlations were

not significantly different from one another.

The

correlations were significantly different between the
two High School groups and the two Junior High groups.
The correlations for motivation and learning loss
wer e negative and in the moderate range except for both
the American Junior High students

(r = -.26) and the

Hungarian Junior High students (r = -.18).

The

correlations between the three College groups were not
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significantly different, nor were they for the two High
School or Junior High School groups.

For a more

detailed analysis of the simple correlations between
students' motivation and cognitive learning and
learning loss, see Table 6.
Hypothesis 2p.

For all cultures in aggregate

form, the simple correlation for motivation with
affective learning (r = .75, p < .0001) indicated a
high association between the two.

For the individual

cultural groups, the correlations between motivation
and affective learning were positive and all exceeded r
= .60.

Four groups showed marked relationships with

simple correlations in excess of .70 (Puerto Rico, r =
.72; Finland, r = .74; American High School, r = .82;
American Junior High, r = .81).

Correlations for the

three College groups were not significantly different,
but the American High School correlation was
significantly higher than the Hungarian High group and
the American Junior High Group correlation was higher
than the Hungarian Junior High Group.

See Table 6 for

a more detailed analysis of the simple correlations
between students' motivation and affective learning.
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Hypothesis 2e.

For all cultures in aggregate

form, the simple correlation for motivation and
behavioral learning (r = .70,
m arked relationship.

e

< .0005) indicated a

For the individual cultural

groups, the correlations between motivation and
behavioral learning were also positive and in the
moderate to high range except for the Hungarian Junior
High (r = .29) students.

No significant differences

were found for the differences between the three
college groups, but the American High School and Junior
High School groups' correlations were significantly
higher than the Hungarian High and Hungarian Junior
High groups respectively.

For a more detailed

comparison of the simple correlations between students'
motivation and behavioral learning for the various
cultural groups, see Table 6.
Research Question One
The first research question queried to what extent
student motivation in conjunction with instructors'
verbal immediacy, nonverbal immediacy, competence,
character, assertiveness, and responsiveness is a
collinear predictor of students'

learning across the
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different

cultural groups, both in aggregate form and

individually.

Multiple correlations and regression

analyses were computed to determine to what extent
students' motivation in conjunction with teachers'
perceived verbal immediacy, nonverbal immediacy,
competence, character, assertiveness, and
responsiveness were collinear predictors of students'
cognitive learning and learning loss, affective
learning, and behavioral learning.
In the first regression, students' motivation and
their perceptions of their instructors' verbal and
nonverbal immediacy, competence, character,
assertiveness, and responsiveness served as the
predictor variables and students' cognitive learning
served as the criterion variable.

Students' motivation

and teachers' perceived communication accounted for 41
percent of the variance in students' perceived
cognitive learning, F7

3 = 136.73, p

<

.0001.

The

multiple correlation between students' motivation and
teachers' perceived communication variables and
cognitive learning was

.63,

(p < .0001), indicating

about 41 percent predictable variance in cognitive
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learning.

Examination of the multiple correlation/

regression analysis indicated 14 percent of the
cognitive learning score was attributable uniquely to
students' motivation.

The combination of teachers'

communication variables accounted for the majority of
the variance in students' cognitive learning, about 26
percent (Seibold & McPhee,

1979).

See Table 7 for the

unique contribution of students' motivation to
cognitive learning for each cultural group.
In the second regression, students' motivation and
their perceptions of their instructors' verbal and
nonverbal immediacy, competence, character,
assertiveness, and responsiveness served as the
predictor variables and students' cognitive learning
loss served as the criterion variable.

Students'

motivation and teachers' perceived communication
accounted for 35 percent of the variance in students'
perceived cognitive learning loss, F71157 = 89.57, p <
.0001.

The multiple correlation between students'

motivation and teachers' perceived communication
variables and cognitive learning loss was

.59,

(p <

.0001), indicating about 35 percent predictable
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variance in cognitive learning loss.

Examination of

the multiple correlation/regression analysis indicated
motivation predicted only 4 percent of the unique
variance in the m o d e l .

Thirty-one percent of the

variance in learning loss was a function of teachers'
communication in the classroom.

See Table 8 for the

unique contribution of students' motivation to
cognitive learning for each cultural group.
In the third regression, students' motivation and
their perceptions of their instructors' verbal and
nonverbal immediacy, competence, character,
assertiveness, and responsiveness served as the
predictor variables and students' affective learning
served as the criterion variable.

Students' motivation

and teachers' perceived communication accounted for 67
percent of the variance in students' perceived
affective learning, F7 1318 = 380.80, p < .0001.

For

affective learning, the multiple correlation was
< .0001).

.82 (p

Examination of the multiple correlation/

regression analyses indicated 14 percent unique
variance in students' perceived affective learning was
predicted by students' motivation and 53 percent by the
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combination of teachers' communication variables in the
classroom.

See Table 9 for the unique contribution of

s t u d e n t s ' motivation to cognitive learning for each
cultural group.
In the fourth regression, students' motivation and
their perceptions of their instructors' verbal and
nonverbal immediacy, competence, character,
assertiveness, and responsiveness served as the
predictor variables and students' behavioral learning
served as the criterion variable.

Students' motivation

and teachers' perceived communication accounted for 53
percent of the variance in students' perceived
behavioral learning, F? 1255 = 214.62, p < .0001.

The

m ultiple correlation for behavioral learning was
< .0001).

.73 (p

Students' motivation predicted 14 percent of

the unique variance in their perceptions of their
behavioral learning and teachers' communication
predicted 39 percent.

See Table 10 for the unique

contribution of students' motivation to cognitive
learning for each cultural group.
Hypothesis Three
The third hypothesis posed that for the cultural
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groups in aggregate form and for each individual
cultural group, students' perceptions of instructors'
verbal immediacy would be positively associated with
students' self-reported motivation, cognitive learning,
affective learning, and behavioral learning.
Hypothesis 3 was confirmed.
For all cultures in aggregate form, the simple
correlations for verbal immediacy with motivation (r =
.50, e < .0001), affective learning (r = .48, e

<

.0001), and behavioral learning (r = .45, e < .0001)
indicated a moderate, positive relationship and with
cognitive learning (r = .34, e k .0001) a definite but
small positive relationship.

The correlation between

verbal immediacy and learning loss was negative and
low, r = .34, e < .0001.
Correlations between motivation and verbal
immediacy for all College groups were low moderate and
for the American High School group high moderate.

Both

Junior High groups reported low correlations and the
Hungarian High group reported a slight correlation (r =
.10).

No significant differences were found for the

correlations between verbal immediacy and motivation
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for the three College groups or between the two Junior
High groups.

The correlation for the American High

group was significantly higher than for any other
group, including the Hungarian High group.

See Table 6

for a more detailed comparison of the simple
correlations between students' motivation and teachers'
verbal immediacy.
Correlations between cognitive learning and verbal
immediacy were lower than for motivation and verbal
immediacy for all groups.

American High School

students reported the highest relationship (r = .54),
the College groups and American Junior High reported
low correlations, and both Hungarian groups reported
slight correlations

(r < .20).

The correlation for

cognitive learning and verbal immediacy for the Puerto
Rican College group was significantly higher than that
for the American College group, but no other
significant differences were found for the College
groups.

The correlation for the American High group

was significantly higher than that for the Hungarian
High group, but the American Junior High correlation
was not significantly different from the Hungarian
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Junior High group.

See Table 11 for a more detailed

comparison of the simple correlations between students'
cognitive learning and teachers' verbal immediacy.
The correlations between verbal immediacy and
learning loss were negative, with the exception of the
Hungarian High group (r = .06).

The Hungarian Junior

High group reported a slight, negative correlation, the
American and Finnish College groups and the American
Junior High a low correlation, and the Puerto Rican
College group a moderate correlation.

The three

College groups and the two Junior High groups had no
significant differences in the correlations between
verbal immediacy and learning loss, but the American
and Hungarian High groups were significantly different.
See Table 12 for a more detailed comparison of the
simple correlations between students' cognitive
learning loss and teachers' verbal immediacy.
The correlations between verbal immediacy and
affective learning and behavioral learning were higher.
With the exception of the Hungarian groups

(High

School, r = .11; Junior High, r = .24), the
correlations were in the moderate range.

The
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correlations for affective learning with verbal
immediacy were not significantly different for the
College samples, the High School samples, or the Junior
High School samples, although there were significant
differences among the various groups.

The correlations

for behavioral learning with verbal immediacy were not
significantly different for the College samples or for
the Junior High samples, but were significantly
different for the High School groups.

See Tables 13

and 14, for a more detailed comparison of the simple
correlations between students' affective and behavioral
learning, respectively, and teachers' verbal immediacy.
Hypothesis Four
Hypothesis 4 posed that for the cultural groups in
aggregate form and for each individual cultural group,
students' perceptions of instructors'

nonverbal

immediacy would be positively associated with students'
self-reported motivation, cognitive learning, affective
learning, and behavioral learning.

Hypothesis 4 was

p artially supported.
For all cultures in aggregate form, the simple
correlations for nonverbal immediacy with motivation (r
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= .46, p < .0001), affective learning (r = .47, e

<

.0001), and behavioral learning (r = .40, e < .0001)
indicated a moderate, positive relationship and with
cognitive learning (r = .32, e < .0001) a definite but
small positive relationship.

The correlation between

nonverbal immediacy and learning loss was negative and
substantial, r = -.42, e < .0001.
Correlations between motivation and nonverbal
immediacy for the American and Finnish College groups
wer e moderate,

for the Puerto Ricans low.

For the

American High School and Junior High groups the
correlations were moderate and for the Hungarian groups
low for the Junior High (r = .20) and slight for the
High School

(r = .14).

Correlations for the three

College groups were not significantly different, but
correlations between motivation and nonverbal immediacy
w ere significantly different for the High School and
Junior High School groups.

See Table 6 for a more

detailed comparison of the simple correlations between
students' motivation and teachers' nonverbal immediacy.
Correlations between cognitive learning and
nonverbal immediacy ranged from r = .05 for the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Comparison
97
Hungarian Junior High group and r = .08 for the
Hungarian High group to .44 for the American Junior
High group and .49 for the American High group, both
being significantly different.

The American and

Finnish College groups reported r's = .31 and .36
respectively.

The Puerto Rican College group reported

a slight correlation, r = .18, which was not
significantly lower than either the American group or
the Finnish.

See Table 11 for a more detailed

comparison of the simple correlations between students'
cognitive learning and teachers'

nonverbal immediacy.

In contrast the correlations between nonverbal
immediacy and cognitive learning loss were negative and
ranged from -.01 and -.04 for the Hungarian High and
Junior High groups respectively to -.60 and -.50 for
the American High and American College groups
respectively.

The Finns reported r = -.41, American

Junior High r = -.31, and Puerto Ricans r = -.21.

The

American College group had a significantly higher
negative correlation between nonverbal immediacy and
cognitive learning loss than the Puerto Rican group but
not the Finns.

The American High group had a
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significantly higher negative correlation than the
Hungarian High group, but the Junior Highs were not
significantly different.

See Table 12 for a more

detailed comparison of the simple correlations between
s t u d e n t s ' cognitive learning loss and teach e r s 1
nonverbal immediacy.
For affective learning the correlations for
nonverbal immediacy ranged from r = .32 to r = .57.
All American groups and the Finns reported moderate
correlations

(r > .40) and the others reported low,

positive correlations.

The correlation for the

American College group was not significantly different
from either of the other College groups, but the Finns
had a significantly higher correlation than the Puerto
Ricans.

The correlations for the two High School

groups and for the two Junior High groups were not
significantly different.

See Table 13 for a more

detailed comparison of the simple correlations between
students' affective learning and teachers' nonverbal
immediacy.
For behavioral learning the correlations for
nonverbal immediacy ranged from -.18 for Hungarian
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Junior High students to .53 for American High students
and

.57 for American Junior High students.

The

American and Puerto Rican College groups and Hungarian
H igh group reported low correlations, but the Finns
reported a moderate one, r = .42.

The College groups

did not report significantly different correlations,
but the American High School and Junior High School
groups reported significantly higher correlations
between nonverbal immediacy and behavioral learning
t han the complementary Hungarian groups.

See Table 14

for a more detailed comparison of the simple
correlations between students' behavioral learning and
teachers' nonverbal immediacy.
Hypothesis Five
Correlational analyses of the fifth hypothesis
indicated that for each individual culture and for the
cultural groups in aggregate form students' perceptions
of instructors'

competence would be positively

associated with students' motivation, students'
cognitive learning, students' affective learning, and
students' behavioral intent.

For all cultures in

aggregate form, the simple correlations for teachers'
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perceived competence with motivation (r = .48, e

<

.0001), cognitive learning (r = .34, e < *0001),
affective learning (r = .60, e < *0001), and behavioral
learning (r = .45, e < .0001) indicated a moderate,
positive relationship.

The correlation between

competence and learning loss was also substantial, but
negative (r = -.41, E

<

.0001).

For competence and motivation, the simple
correlations for all cultures were in the positive,
moderate range (.37 < r < .61).

No significant

differences were found for the three College groups or
for the Junior High groups, but the American High group
reported a significantly higher correlation than the
Hungarian High group.

See Table 6 for a more detailed

comparison of the simple correlations between students'
motivation and teachers' competence.
For competence and cognitive learning, the simple
correlations ranged from slight for the Hungarian
Junior High (r = .14) to .24 and .25 for the Puerto
Rican and Hungarian High groups respectively to .39 for
the American College group.

The Finnish College,

American High, and American Junior High students had
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correlations in the moderate range (.43,
r e s p e ctively).

.53, and .51

Correlations for the three College

groups were not significantly different from one
another, but the American High and Junior High
correlations were significantly higher than the
Hungarian High and Junior High correlations.

See Table

11 for a more detailed comparison of the simple
correlations between students' cognitive learning and
teachers' competence.
Correlations with learning loss, on the other
hand, were all negative, ranging from -.07 for the
Hungarian Junior High group to -.22 for the Hungarian
High and -.24 for the American Junior High groups to
-.37 for the Puerto Ricans, and were significantly
different between the two High School groups but not
between the two Junior High groups.

The American and

Finnish College groups and the American High group had
r's of -.47, -.44, and -.49 respectively, which were
not significantly different from one another.

See

Table 12 for a more detailed comparison of the simple
correlations between students' cognitive learning loss
and t e a c h e r s ' competence.
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Affective learning and competence correlations for
all cultural groups were moderate to high, ranging from
.41 for the Puerto Ricans to .77 for the American
Junior High group.

The Finnish College group's

correlation was significantly higher than the Puerto
Rican's, but no other significant differences were
found for the College groups.

The High School groups

were not significantly different, but the American
Junior High School group's correlation was
significantly higher than the Hungarian Junior High's.
See Table 13 for a more detailed comparison of the
simple correlations between students' affective
learning and teachers' competence.
Correlations between behavioral learning and
competence ranged from the low classification with r =
.23 for the Hungarian Junior High group to .30 < r <
.40 for the Hungarian High, Puerto Rican, and Finnish
groups.

All American groups reported moderate

correlations between behavioral learning and
competence:
High,

.62.

College,

.41; High School,

.57; and Junior

For the College groups and the High School

groups, the respective correlations were not
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significantly different.

The American Junior High

group reported a significantly higher correlation than
the Hungarian Junior High.

See Table 14 for a more

detailed comparison of the simple correlations between
students' behavioral learning and teachers' competence.
Hypothesis Six
The sixth hypothesis posited that for the various
cultural groups in aggregate form and for each
individual cultural group/ students' perceptions of
instr u c t ors' character would be positively associated
wi t h students'

self-reported motivation, cognitive

learning, affective learning, and behavioral learning.
Hypothesis 6 was confirmed.
For all cultures in aggregate form, the simple
correlations for character with motivation (r = .48, p
< .0001), affective learning (r = .60, p < .0001), and
behavioral learning (r = .43, p < .0001) indicated a
substantial, positive relationship and with cognitive
learning (r = .37, p < .0001) a definite but small
positive relationship.

The correlation between

character and learning loss was negative and
substantial, r = -.42, p < .0001.
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With the exception of the Finnish group who had a
simple correlation of r = .33 for instructors'
character and motivation, the correlations for all the
groups were moderate, ranging from .42 to .63.

The

simple correlation for the Finns was not, however,
significantly different from either of the other
College groups, as were neither the High School or
Junior High groups' respective correlations.

See Table

6 for a more detailed comparison of the simple
correlations between students' motivation and teachers'
character.
The pattern for cognitive learning was not quite
as strong, however.

The Hungarian Junior High group

had a slight, almost negligible correlation for
character and cognitive learning, r = .16.

All three

College groups and the Hungarian High group had low
correlations ranging from .29 to .37, and the American
High and Junior High groups had correlations in the
moderate range, r = .52 and r = .47, respectively.

No

significant differences were found between the three
College groups or the High School groups, but the
A merican Junior High group had a significantly higher
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correlation for character and cognitive learning than
did the Hungarian Junior High group.

See Table 11 for

a more detailed comparison of the simple correlations
between stude n t s 1 cognitive learning and teachers1
character.
As would be expected the correlations with
learning loss were negative:

Hungarian Junior High,

-.10; American Junior High, -.29; Finland College, .32; Puerto Rican College, -.36; Hungarian High and
American College,

-.44 each; and American High, -.58.

The correlations for the three College groups were not
significantly different, nor were the correlations for
the two High School groups or the two Junior High
groups.

See Table 12 for a more detailed comparison of

the simple correlations between students' cognitive
learning loss and teachers' character.
All cultures had moderate to high simple
correlations between instructors' perceived character
and students' affective learning.

All three College

groups, which did not have significant differences
between correlations, and the Hungarian Junior High had
r's of .52 or .53.

The American High, Junior High, and
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Hungarian High groups had r's of .71,
respectively.

.70, and .72

Correlations for the two High School

groups were not significantly different, nor were the
correlations for the two Junior High g r o u p s .

See Table

13 for a more detailed comparison of the simple
correlations between students' affective learning and
teachers'

character.

The correlations with behavioral learning were not
quite as strong or consistent.

Hungary Junior High

r = .19, Finland College = .31, Puerto
American College = .41, Hungary High =
Junior High = .60,

and American High =

had

Rico = .34,
.54, American
.60.

Correlations for the three College groups and for the
two High School groups were not significantly
different, but the correlation for the American Junior
High group was significantly higher than the Hungarian
Junior High group.

See Table 14 for a more detailed

comparison of the simple correlations between students'
behavioral learning and teachers' character.
Hypothesis Seven
The seventh hypothesis proposed that for the
cultural groups in aggregate form and for each
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individual cultural group, students' perceptions of
instr u c t ors1 assertiveness would be positively
associated with students' self-reported motivation,
cognitive learning, affective learning, and behavioral
learning.

Hypothesis 7 was partially confirmed.

For all cultures in aggregate form, the simple
correlations for teachers' perceived assertiveness with
students' motivation (r = .19, p < .0001), affective
learning (r = .17, p < .0001), and behavioral learning
(r = .17, p < .0001) indicated a slight, almost
negligible relationship and with cognitive learning (r
= .21, p < .0001) a definite but small positive
relationship.

The correlation between character and

learning loss was negative and slight, r = -.18, p <
.0001.
The Hungarian High group had a simple correlation
of r = -.22 for assertiveness and motivation, a
correlation which was significantly different from all
groups but the American Junior High, r = .03.

The

other groups all had positive, albeit low, correlations
for motivation (.22 < r < .29).

No significant

differences were found betweem the correlations for the
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three College groups or for the Junior High groups.
The correlation for the American High School (r = .23)
group was significantly higher than the Hungarian High
group.

See Table 6 for a more detailed comparison of

the simple correlations between students' motivation
and t e a c h e r s ' assertiveness.
The correlations with cognitive learning were also
slight to low, ranging from -.01 for the Hungarian High
School group to .25 for the Finnish College group.
Their correlations were the only two which were
significantly different.

See Table 11 for a more

detailed comparison of the simple correlations between
students'

cognitive learning and teachers'

assertiveness.
The simple correlations for teachers'
assertiveness and students'

learning loss were negative

for all three College groups (American, r = -.24;
Puerto Rico, r = -.14; Finns, r = -.21), but not
significantly different.

The American High group, r

= -.24, was significantly different from the Hungarian
High group, r = .09.

For the Junior High Schools, the

correlations were slight, but positive (American Junior
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High, r = .11; Hungary Junior High, r = .02) and not
significantly different.

See Table 12 for a more

detailed comparison of the simple correlations between
s t u d e n t s ' cognitive learning loss and teachers'
a s s e r tiveness.
For affective learning, the only negative
correlation with assertiveness was for the Hungarian
High group, r = -.05.

Both the American Junior High

and the Hungarian Junior High group had slight
correlations, r = .16 and .14 respectively, which were
not significantly different.

The American College (r =

.21), Finnish College (r = .25), and American High
groups

(r = .20) had low correlations, but the Puerto

Rican College group (r = .58) had a substantial and
significantly higher correlation between assertiveness
on the teachers' part and affective learning than any
other group.

Correlations for the two High School

groups were not significantly different.

See Table 13

for a more detailed comparison of the simple
correlations between students' affective learning and
t e a c h e r s ' assertiveness.
The simple correlations for behavioral learning
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and assertiveness were all positive and almost
negligible except for the Puerto Ricans (r = .20) and
the Finns

(r = .22).

There were no significant

differences between any of the correlations for any of
the groups.

See Table 14 for a more detailed

comparison of the simple correlations between students'
behavioral learning and teachers' assertiveness.
Hypothesis Eight
The eighth hypothesis proposed that for the
cultural groups in aggregate form and for each
individual cultural group, students' perceptions of
instructors'

responsiveness would be positively

associated with students' self-reported motivation,
cognitive learning, affective learning, and behavioral
learning.

Hypothesis 8 was partially supported.

For all cultures in aggregate form, the simple
correlations for teachers' perceived responsiveness
w i t h students' motivation (r = .53, p < .0001),
affective learning (r = .60, p < .0001), and behavioral
learning (r = .50, p < .0001) indicated a moderate,
substantial relationship and with cognitive learning (r
= .38, p < .0001) a definite but small positive
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relationship.

The correlation between responsiveness

and learning loss was negative and substantial, r = .44, p < .0001.
Across all cultures, students' perceptions of
t e a c h e r s ' responsiveness was positively and moderately
correlated with students' reported motivation,
< .65.

.43 < r

The correlations for the three College groups

and for the two High School groups were not
significantly different.

The correlation for the

Hungarian Junior High group was significantly higher
than for the American Junior High group.

See Table 6

for a more detailed comparison of the simple
correlations between stud e n t s ' motivation and teach e r s '
r esponsi v eness.
The relationship was not as consistent for
cognitive learning,

.14 < r < .52.

groups had slight correlations.

Both Hungarian

All three College

groups had moderate correlations as well as the
A merican Junior High group.

The American High group

had a moderate correlation, r = .52, which was
significantly higher than the College groups and the
Hungarian High group.

The Hungarian Junior High
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group's correlation for cognitive learning with
responsiveness was significantly lower than that for
the American Junior High group.

See Table 11 for a

m ore detailed comparison of the simple correlations
between s t u d e n t s 1 cognitive learning and teach e r s '
r esponsi veness.
Except for the Hungarian Junior High group (r =
.12), all groups had negative correlations for
responsiveness and learning loss.

The American Junior

High, Hungarian High, and Puerto Rican College groups
had low correlations, r = -.23, -.33, and -.39
respectively.

The Finnish College, American College,

and American High groups had moderate correlations, r =
-.42,

-.48, and -.56 respectively.

No significant

differences were found between the correlations for the
three College groups, the two High School groups, or
for the two Junior High groups.

See Table 12 for a

more detailed comparison of the simple correlations
b etween students' cognitive learning loss and teachers'
r e s p o n siveness.
Teachers' perceived responsiveness was moderately
correlated with affective learning for all cultures,
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.46 < r < .68.

The three College groups' associations

w ere not significantly different, nor were those for
the High School and Junior High School groups.

The

correlation for the American High School group was
significantly higher than those for the American and
Puerto Rican College groups and for the Hungarian
Junior High group.

See Table 13 for a more detailed

comparison of the simple correlations between students'
affective learning and teachers' responsiveness.
Behavioral learning had a moderate correlation
w i t h responsiveness for the American and Finnish
College groups, the American and Hungarian High groups,
and the American Junior High group.
small correlation was found for the

A definite but
Puerto Rican

College group and the Hungarian Junior High group.

The

three College groups did not report significantly
different correlations, nor did the two High School
groups or the two Junior High School groups.

See Table

14 for a more detailed comparison of the simple
correlations between students' behavioral learning and
t e a c h e r s ' respons iveness.
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Research Question 2
The second research question was explored with a
least-squares analysis of variance using the types of
cultures as "independent" variables and students'
perceptions of teachers' verbal immediacy, nonverbal
immediacy, competence, character, assertiveness, and
responsiveness and students' perceptions of their own
motivation, cognitive learning, cognitive learning
loss, affective learning, and behavioral intent as
"dependent" variables.

There was a significant main

effect for culture for all of the dependent variables.
Differences between Cultural Groups
Teachers' Verbal Immediacy.

There was a

significant main effect for culture (F 6 1493 = 12 .21, p
< .0001) accounting for about 5 percent of the variance
in teachers' verbal immediacy.

Significant differences

w ere found for students' perceptions of teachers'
verbal immediacy by cultural groups.

For College

groups, the Puerto Ricans reported teachers using the
highest levels of verbal immediacy (M = 43.09), which
was significantly higher than the Finnish (M = 38.35),
but not the Americans (M = 40.40).

For the High School
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groups, the Americans

(M = 41.22) were not

significantly different from the Hungarians (M =
40.60).

For the Junior Highs, the Hungarians (M =

45.02) were significantly higher than the Americans

(M

= 34.50).
Other differences between cultural groups were
also significant (p < .01) for some pairs.

The

Hungarian Junior High School students perceived their
teachers as the most verbally immediate of any cultural
group (M = 45.02).

The Hungarian Junior High School

mea n level was not only significantly higher than the
American Junior High School group (M = 34.50), the
group reporting the lowest teacher verbal immediacy
scores, but was also significantly higher than the
American High School group (M = 41.22); the Hungarian
High School group (M = 40.60); the American College
group (M = 40.40); and the Finnish College group (M =
38.35).
The Puerto Rican College group (M = 43.09), whose
scores on teachers' verbal immediacy were not
significantly different from the Hungarian Junior High
(M = 45.02) group, who reported the second highest
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mean.

Significant differences were found between the

Puerto Rican College (M = 43.09) and the Finnish
College (M = 38.35), and the Puerto Rican College (M =
43.09)

and the American Junior High (M = 34.50).

The group reporting the third highest teacher
verbal immediacy scores was the American High School
group (M = 41.22).

Their scores were not significantly

different from the Hungarian High group (M = 40.60),
but were significantly higher than the American Junior
Hig h (1$ = 34.50), the American College (M = 40.40), and
the Finnish College (M = 38.35) and significantly lower
than the Hungarian Junior High (M = 45.02).
Significant differences were found between other
pairs:

Finnish College (M = 38.35) and American Junior

Hig h (M = 34.50) and American College (M = 40.40) and
Finnish College (M = 38.35).
Teachers' Nonverbal Immediacy.

There was a

significant main effect for culture (F 61493 = 11.99, p
< .0001) accounting for about 5 percent of the variance
in teachers' nonverbal immediacy.

Significant

differences were found for teachers' nonverbal
immediacy by cultural groups

(see Table 16).

For
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College groups, the Americans reported the highest
level of teachers' nonverbal immediacy (M = 38.24),
w h i c h was significantly higher than both the Finns (M =
35.44, SD = 8.45) and the Puerto Ricans (M = 35.44, SD
= 6.57) who had the same mean score.

For the High

School groups, the Hungarians (M = 38.24) were
significantly higher than the Americans (M = 35.12).
For the Junior Highs, the Hungarians

(M = 40.69) were

also significantly higher than the Americans (M =
35.93).
Significant differences were found between other
pairs:

American College (M = 38.24) and American High

(M = 35.12), American College (M = 38.24) and American
Junior High (M = 35.93), and American College (M =
38.24) and Hungarian Junior High (M = 40.69);

Finnish

College (M = 35.44) and Hungarian High (M = 38.24) and
Finnish College (M = 35.44) and Hungarian Junior High
(M = 40.69); and Puerto Rican College (M = 35.44) and
Hungarian Junior High (M = 40.69) and Puerto Rican
College (M = 35.44) and Hungarian High (M = 38.24).
The American College group (M = 38.24, SD = 7.71)
reported the same level of teachers' nonverbal
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immediacy as the Hungarian High group (M = 38.24, SD =
5.78).

See Table 16 for means, standard deviations,

and t-test scores.
T e a c h e r s ' Competence.
effect for culture (F

There was significant main

g2 = 26.49, p < .0001)

accounting for about 10 percent of the variance in
teachers'

competence.

Mean scores for students'

perceptions of teachers' competence ranged from a high
of 39.06, SD = 3.40,

for the Hungarian Junior High

group to a low of 31.00, SD = 7.06, for the American
Junior High.

Significant differences were found for

teachers' perceived competence by cultural groups

(see

Table 17).

(M =

For the College groups, the Americans

35.23), the Finns (M = 35.85), and the Puerto Ricans

(M

= 34.92) were not significantly different from one
another.

For the High School groups, the Hungarians

(M

= 34.89) were significantly higher than the Americans
(M = 32.17).
Hungarians

For the Junior High school groups, the

(M = 39.06) were significantly higher than

the Americans

(31.00).

Significant differences were found between other '
pairs:

American College (M = 35.23) and American High
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(M = 32.17) and American College (M = 35.23) and
American Junior High (M = 31.00); Finnish College (M =
35.85) and American High (M = 32.17), Finnish College
(M = 35.85) and American Junior High (M = 31.00), and
Finnish College (M = 35.85) and Hungarian Junior High
(M = 39.06); Puerto Rican College (M = 34.92) and
American High (M = 32.17), Puerto Rican College (M =
34.92) and American Junior High (M = 31.00), and Puerto
Rican College (M = 34.92) and Hungarian Junior High (M
= 39.06); American High (M = 32.17) and Hungarian
Junior High (M = 39.06); and Hungarian High (M = 34.89)
and American Junior High (M = 31.00) and Hungarian High
(M = 34.89) and Hungarian Junior High (M = 39.06).
Teachers' Chara c t e r .

There was a significant main

effect for culture (Eg 1492 = 16.41, p < .0001) which
accounted for 6 percent of the variance in teachers'
character.
teachers'

Mean levels for students' perceptions of
character ranged from a high of 38.79, SD =

2.86, for the Hungarian Junior High group to a low of
31.73, SD = 5.18, for the Finnish College group.
Significant differences were found for students'
perceptions of teachers' competence for but a few
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of the cultural groups.

The College groups were not

significantly different from one another:
College

American

(M = 32.67), Finnish College (M = 31.73), and

Puerto Rican College

(M = 32.89).

The High School

groups were not significantly different from one
another:

American High

(M = 32.82).

(M = 32.27) and Hungarian High

The Junior High School groups were

significantly different:

American Junior High

(M =

32.70) and Hungarian Junior High (M = 38.79).
Significant differences were found between other
pairs, specifically the Hungarian Junior High
38.79) group

(M =

(M = 38.79) and all other groups:

American College

(M = 32.67), Finnish College (M =

31.73), Puerto Rican College (M = 32.89), American High

(M = 32.27), Hungarian High (M = 32.82), and American
Junior High

(M = 32.70).

See Table 18 for means,

standard deviations, and t-tests for all cultural
groups.
T e a c h e r s 1 Assertiveness.
main effect for culture (F

There was a significant
21 = 35.17, p < .0001)

which accounted for about 13 percent of the variance in
teachers' assertiveness.

The mean levels for
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students' perceptions of teachers' assertiveness in the
classroom ranged from a high of 35.25, SD = 6.21, for
the American College group to a low of 25.64, SD =
6.39,

for the Hungarian Junior High group.

Significant

differences were found for students' perceptions of
teachers'
19).

assertiveness by cultural groups (see Table

For the College groups, the Finns

(M = 32.31)

reported teachers being significantly less assertive
than either the American (M = 35.35) or Puerto Rican (M
= 35.01) groups.
Americans

For the High School groups, the

(M = 35.09) reported significantly higher

levels of teachers'
Hungarians

(M = 28.02).

the Americans

For the Junior High groups,

(M = 35.09) reported significantly higher

levels of teachers'
Hungarians

assertiveness than did the

assertiveness than did the

(M = 28.02).

Significant differences were also found between
other pairs:
Junior High

American College (M = 35.35) and American

(M = 33.77), American College (M = 35.35)

and Hungarian High

(M = 28.02), and American College (M

= 35.35) and Hungarian Junior High
College

(M - 25.64); Finnish

(M = 32.31) and American High (M = 35.09) and
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Finnish College

(M = 32.31) and American High (M =

35.09) and Hungarian Junior High
Rican College
28.02)

(M = 25.64); Puerto

(M = 35.01) and Hungarian High (M =

and Puerto Rican College

Hungarian Junior High

(M = 35.01) and

(M = 25.64); American High (M =

35.09) and Hungarian Junior High

(M = 25.64); and

American Junior High (M = 33.77) and Hungarian High (M
=28.02).

No significant differences were found

between the Hungarian High

(M = 28.02) and the

Hungarian Junior High (M = 25.64) groups.
Teachers' Responsiveness.

There was a significant

m ain effect for culture (F 6 1439 = 8.46, p < .0001)
w hi c h accounted for about 3 percent of the variance in
teachers' responsiveness.

The mean levels for

students' perceptions of teachers' responsiveness
ranged from a high of 39.28, SD = 6.23, for the Puerto
Rican College group, to a low of 33.94, SD = 8.00, for
the American Junior High group.

Significant

differences were found for students' perceptions of
teachers' responsiveness for cultural groups (see Table
20).
39.28)

For the College groups, the Puerto Ricans

(M =

were significantly higher than both the
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Americans

(M = 36.42) and the Finns (M = 37.06), but

the Americans and the Finns were not significantly
different from one another.

No significant differences

were found between the American High School (34.94) and
Hungarian High School (M = 35.96) groups.

The

Hungarian Junior High group (M = 39.10) reported
significantly higher teachers' responsiveness than did
the American Junior High group (M = 33.94).
Significant differences were also found between
other pairs:

American College (M = 36.42) and American

Junior High (M = 33.94); Finnish College (M = 37.06)
and American High (M = 34.94) and Finnish College (M =
37.06)

and American Junior High (M = 33.94); Puerto

Rican College (M = 39.28) and American High (M =
34.94), Puerto Rican College (M = 39.28) and American
Junior High (M = 33.94), and Puerto Rican College (M =
39.28)

and Hungarian High (M = 35.96); and American

High (M = 34.94) and Hungarian Junior High (M = 39.10).
See Table 20 for means, standard deviations, and t-test
scores for all cultural groups.
Students' Motivation.

There was a significant

m ain effect for culture (F 614g3 = 9.37, p < .0001)
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accounting for about 4 percent of the variance in
students' self-reported motivation.

Means for

s t u d e n t s ' perceived motivation ranged from a high of
27.08, SD = 4.81, for the Hungarian Junior High School
group to a low of 20.43, SD = 8.24,
Junior High School group.

for the American

Significant differences were

found for cultural groups for students' perceived
motivation (see Table 21).

Perceived motivation levels

for the College students from the three cultural groups
were not significantly different:

Americans (M =

24.57), Finns (M = 24.84), and Puerto Ricans
25.11).

(M =

Perceived motivation levels for the High

School students from the two cultural groups were not
significantly different:
Hungarians (M = 23.57).

Americans

(M = 23.24) and

Perceived motivation levels

for the Junior High School groups were significantly
different:

Americans (M = 20.43) and Hungarians (M =

27.08).
Significant differences were also found between
other pairs:

American College (M = 24.57) and American

Junior High (M = 20.43) and American College (M =
24.57) and Hungarian Junior High (M = 27.08); Finnish
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College (M = 24.84) and American Junior High (M =
20.43); Puerto Rican College (M = 25.11) and American
Junior High (M = 20.43); American High (M = 23.24) and
American Junior High (M = 20.43) and American High (M =
23.24) and Hungarian Junior High (M = 27.08); and
Hungarian High (M = 23.57) and Hungarian Junior High (M
= 27.08).

See Table 21 for means, standard deviations,

and t-test scores for all cultural groups.
Students' Cognitive L e a r n i n g .

There was a

significant main effect for culture (F 614M = 10.67, p
< .0001) accounting for about 4 percent of the variance
in students'

self-perceived cognitive learning.

Means

for s t u d e n t s ' perceived cognitive learning ranged from
a high of 6.32 (SD = 1.96) for the Puerto Rican College
students to a low of 4.69 (SD = 2.29)
H ig h School students.

for the Hungarian

Significant differences for

students' perceived cognitive learning were found for
the cultural groups.
Americans

For the College groups, the

(M = 5.92) did not perceive significantly

more cognitive learning than either the Finns (M =
5.70) or the Puerto Ricans

(M = 6.32).

The Puerto

Rican College group (M = 6.32) did perceive
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significantly more cognitive learning than the Finns
= 5.70).

(M

For the High School groups, the Americans (M

= 5.52) reported significantly higher cognitive
learning than the Hungarians

(M = 4.69).

For the

Junior High School groups, no significant differences
wer e found:

Americans, M = 4.87, and Hungarians, M =

5.51.
Significant differences were also found between
other pairs of cultural groups:

American College (M =

5.92) and American High (M = 5.52), American College (M
= 5.92) and American Junior High (M = 4.87), American
College

(M = 5.92) and Hungarian High (M = 4.69);

Finnish College (M = 5.70) and American Junior High (M
= 4.87); Puerto Rican College (M = 6.32) and American
High (M = 5.52), Puerto Rican College (M = 6.32) and
American Junior High (M = 4.87), and Puerto Rican
College (M = 6.32) and Hungarian Junior High (M =
5.51); American High (M = 5.52) and American Junior
H igh (M = 4.87); and Hungarian High (M = 4.69) and
Hungarian Junior High (M - 5.51).

See Table 22 for

means, standard deviations, and t-test scores for all
cultural g r o u p s .
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S t u d e n t s ' Cognitive Learning L o s s .
significant main effect for culture (F

There was a
12 = 8.43, p <

.0001) accounting for 4 percent of the variance in
students' perceived learning loss.

Means for students'

perceived cognitive learning loss ranged from a high of
2.57

(SD = 2.10) Hungarian High School students to a

low of 1.02 (SD = 1.26) for Hungarian Junior High
School students.

Significant differences for students'

perceived cognitive learning loss were found for the
cultural groups (see Table 23).

For the College

groups, no significant differences were found:
Americans, M = 1.38; Finns, M = 1.63; and Puerto
Ricans, M = 1.36.
Hungarians

For the High School groups, the

(M = 2.57) reported a significantly higher

learning loss than did the Americans (M = 1.70).

For

the Junior High School groups, the Americans (M = 2.20)
reported a significantly higher learning loss than did
the Hungarians

(M = 1.02).

Significant differences were also found for other
pairs of cultural groups:

American College (M = 1.38)

and American Junior High (M = 2.20) and American
College (M = 1.38) and Hungarian High (M = 2.57);
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Finnish College (M = 1.63) and American Junior High (M
= 2.20) and Finnish College (M = 1.63) and Hungarian
High (M = 2.57); Puerto Rican College (M = 1.36) and
American Junior High (M = 2.20) and Puerto Rican
College (M = 1.36) and Hungarian High (M = 2.57); and
Hungarian High (M = 2.57) and Hungarian Junior High (M
= 1.02).

See Table 23 for means, standard deviations,

and t-test scores for all cultural groups for perceived
cognitive learning loss.
Students' Affective Lear n i n g .

There was a

significant main effect for culture (F

88 = 10.30, p

< .0001) accounting for about 4 percent of the variance
in students' perceived affective learning.

Means for

students' perceived affective learning ranged from a
high of 71.71

(SD = 8.69)

for the Hungarian Junior High

School students to a low of 58.82 (SD = 14.69) for the
American Junior High School students.

Significant

differences for students' perceived affective learning
wer e found for the cultural groups.

For the College

groups, no significant differences were found:
American, M = 66.68; Finnish, M = 67.46; and Puerto
Rican, M = 67.07.

For the High School groups, no
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significant differences were found:
63.09 and Hungarian, M = 62.35.

American, M =

For the Junior High

School groups, the Hungarian Junior High group (M =
71.71) reported significantly higher levels of
affective learning than the American Junior High group
(M = 58.82).
Significant differences were found for other
cultural group pairs:

American College (M = 66.68) and

American High School, American College (M = 66.68) and
Hungarian High (M = 62.35), American College (M =
66.68) and American Junior High (M - 58.82), and
American College (M = 66.68) and Hungarian Junior High
(M = 71.71); Finnish College (M = 67.46) and American
High, Finnish College (M = 67.46) and Hungarian High (M
= 62.35), and Finnish College (M = 67.46) and American
Junior High (M = 58.82); Puerto Rican College (M =
67.07)

and American Junior High (M = 58.82); American

High and American Junior High (H = 58.82) and American
High and Hungarian Junior High (M = 71.71); and
Hungarian High (M = 62.35) and Hungarian Junior High (M
= 71.71).

See Table 24 for means, standard deviations,

and t-test scores for all cultural groups for perceived
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affective learning.
Students' Behavioral Intent.

There was a

significant main effect for culture (F

M = 8.73, p <

.0001) accounting for about 4 percent of the variance
in students' perceived behavioral intent.

Means for

students' perceived behavioral intent ranged from a
high of 64.66

(SD = 15.40)

students to a low of 51.96

for the Finnish College
(SD = 17.01) for the

Hungarian High school students.

Significant

differences for students' perceived behavioral intent
w ere found for the cultural groups.
groups, the Finns

For the College

(M = 64.66) reported significantly

higher levels of behavioral intent than the American
College students (M = 60.08).

Scores for the Puerto

Rican College (M = 60.85) were not significantly
different from the American College (M = 60.08) or the
Finnish College (64.66) groups.

For the High School

groups, no significant differences were found:
American, M = 56.87, and Hungarian, M = 51.96.

For the

Junior High School groups, no significant differences
w ere found:

American, M = 54.70, and Hungarian, M =

56.13.
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Significant differences were found for other
cultural group pairs:

American College (M = 60.08) and

Hungarian High (M = 51.96) and American College (M =
60.08)

and American Junior High (M = 54.70); Finnish

College (M = 64.66) and American High (M = 56.87),
Finnish College (M = 64.66) and Hungarian High (M =
51.96), Finnish College (M = 64.66) and American Junior
H igh (M = 54.70), and Finnish College (M = 64.66) and
Hungarian Junior High (M = 56.13); and Puerto Rican
College (M = 60.85) and Hungarian High (M = 51.96).
See Table 25 for means, standard deviations, and t-test
scores for all cultural groups for perceived behavioral
intent.
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Chapter Four
Discussion
The primary purpose of this research was to
compare the relationships among students' perceptions
of t e a c h e r s ' communication in the classroom and
students' perceived motivation and learning in
different cultural settings.

In addition, a small-

scale attempt was made at identifying universal
perceptions of teachers' communication practices in the
hope that such knowledge might promote more effective
multicultural classrooms.

For the American, Puerto

Rican, Finnish, and Hungarian samples in aggregate
form, s t u d e n t s 1 perceptions of how their teachers
communicate in the classroom do impact their levels of
motivation and their learning.

Moreover,

students'

perceptions of teachers' immediacy, credibility, and
social style in the classroom are significant
predictors of students' motivation, cognitive learning
and learning loss, affective learning, and behavioral
learning.
Hypothesis One
To determine if students' perceptions of teachers'
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communication are universally related to students'
motivation and learning, the first hypothesis suggested
that for the cultural groups in aggregate form a linear
combination of teachers' perceived verbal immediacy,
nonverbal immediacy, competence, character,
assertiveness, and responsiveness would significantly
predict students' perceptions of their own motivation,
cognitive learning, affective learning, and behavioral
learning.

Teachers'

immediacy behaviors, credibility,

and responsiveness are strong predictors of teaching
effectiveness when it is defined as students' increased
motivation and learning— cognitive, affective, and
behavioral learning.

This finding transcended culture

and accounted for 54 percent of the common variance
between the two variates in a canonical correlation.
Another significant root which accounted for only 1
percent of the variance indicated that teachers'
assertiveness is positively related to students'
cognitive learning.
Taken together, these findings suggest that
effective teachers are active participants in the
communication process in the classroom.

By using
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verbal and nonverbal immediacy cues and by developing
students' perceptions that they are competent and of
high character and responsive to their students' needs,
teachers signal students that they too are active
participants in the communication process related to
learning.

By removing affective barriers and reducing

physical and psychological distance, teachers involve
students in an interpersonal communication transaction.
The y provide verbal and nonverbal support to the
students, which probably reinforces students' selfimage.

A supportive classroom atmosphere sets the

stage for cognitive learning to occur, as well as
affective and behavioral learning.
the stage for life-long learning.

Moreover, it sets
When students

remember learning experiences positively, then the
positive connotations associated with learning will
likely reinforce future learning attempts.
These results also indicate that effective
teachers are appropriately responsive and assertive,
depending upon the situation.

In the classroom

environment, that artificially created environment with
its own set of rules for communication interaction,
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learning occurs largely as a function of the
relationship between the teacher and the student.

The

initial relationship between the teacher and the
student is defined because the teacher has legitimate
pow e r by virtue of being the teacher.

The relationship

changes, either positively or negatively, during the
course of the classroom interactions.

Sometimes the

changes occur quickly, sometimes very slowly.

Issues

that impact the direction of the change are attitudinal
in nature, perceptual.

How the student views his/her

relationship with the teacher is based on how the
student perceives the teacher is fulfilling his or her
role in the relationship.

Thus, when teachers use

communication that fills some need for the student, the
teacher strengthens the relationship and develops a
m ore positive attitude in the student (Klopf &
Thompson,

1992).

This is not to suggest that the student controls
the relationship.

As is evidenced by the results,

assertiveness is also an important factor in the
effectiveness of the teacher.

When the teacher is able

to stand up for what he or she believes to be the best
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p olicy for the class without violating the rights of
the students, the teacher is practicing good classroom
management techniques.

As defined previously, the

assertive individual demands his or her rights without
denying another's rights.

According to these results,

perhaps the appropriately assertive teacher is also
doing what educators have always suspected was true,
establishing an environment conducive to more cognitive
learning (Jones & Jones,

1990).

In other words, at

times the teacher has to be active, to be appropriately
assertive, for learning to occur.
Hypothesis Two and Research Question One
Hypothesis 2 and Research Question 1 examined the
role of student motivation in learning and Hypotheses 3
through 8 examined the roles of teacher communication
in motivation and learning.

The results replicated

previous research with regard to students' perceptions
of teachers' verbal immediacy, nonverbal immediacy, and
credibility in relation to motivation and learning in
American College classrooms.

Moreover, the methodology

expanded previous research to include students'
perceptions of teachers' social style and to include

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Comparison
137
different cultural groups, namely Finnish College,
Puerto Rican College, American High School, American
Junior High School, Hungarian High School, and
Hungarian Junior High School students.

Hungarian

students appeared to have difficulty with the
instrumentation in this research, as was evidenced by
the incomplete data returned to the principal
researcher and the low reliabilities for the scales'
use in this study.

Consequently, all results and

discussion regarding the Hungarian samples were
reported, but the reader should consider them with
extreme caution and make only tentative speculations.
According to this research, affiliative types of
communication such as teachers' verbal immediacy and
nonverbal immediacy behaviors which reduce physical or
psychological closeness work in conjunction with
students' perceptions of teachers as competent, of high
character, and responsive, perceptions that influence
students' responses.

Affiliative communication appears

to mediate motivation by lowering affective barriers
related to learning loss.

For all cultures in

aggregate form, the majority of the variance accounted
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for in cognitive learning, cognitive learning loss,
affective learning, and behavioral learning was
attributable to a combination of teachers'
communication variables.

In other words, although not

quite as apparent in cognitive learning, learning in
all three domains and learning loss are all functions
of the teacher in the classroom, not just student
motivation.
Significant differences did exist in the relative
strength of the relationships among the teachers'
communication variables and students' motivation and
learning for the cultural groups and in students'
perceptions of the amount of immediacy teachers use,
their levels of competence and character, and their
degree of assertiveness and responsiveness.

The

following sections of this paper will discuss those
differences.
Research Question 2 - Motivation.

For the College

groups, the Puerto Rican sample reported the highest
level of motivation, the Finns second, and the
Americans the lowest, but the means were not
significantly different for the three groups.

In
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addition, no significant differences were found among
the three cultural groups for the strength or direction
of the association between students' perceived
motivation and cognitive learning, cognitive learning
loss, affective learning, and behavioral learning as
well as the strength and or direction of the
association between students' perceived motivation and
their perceptions of their teachers' verbal immediacy,
nonverbal immediacy, competence, character,
assertiveness, and responsiveness.
Conclusions.

Essentially, the three College

samples reported the same patterns.

Multiple

regression analyses did reveal differences in the
amount of unique variance attributable to students'
motivation in relation to students' perceived learning,
however.

This indicated that the Puerto Rican College

students, who reported the highest level of motivation,
attributed slightly less of their learning to their
teachers' communication and that the Americans, who
reported the lowest means for motivation, attributed
slightly more of their learning to their teachers'
communication than they did to themselves or some other
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influence.

These results may be attributable to

different cultural orientations toward power distance.
Hofstede (1984) suggests that Hispanics, Puerto Ricans
among them, are from high power-distance cultures.
noted previously, Draguns

As

(1990) compares power

distance to the "preferred psychological closeness
subordinates desire in relations with their superiors"
(p. 320).

That is, Puerto Ricans come from a culture

where teachers have more power to influence the
behavior of students than students have of influencing
teachers; equality is not an issue.

They place value

on obediently conforming to their role in the societal
institutions, while at the same time "respeto" insures
that they are treated with respect in return.

Social

power exists at all levels of the hierarchy, which
allows individuals to maintain the feeling that their
personal power is acknowledged (Marin & Marin,

1991).

The responsibility for learning would be placed on
the Puerto Rican College student for several reasons:
(1) individuals have their own merits and rights and as
such can be upwardly mobile based on ability,

(2) great

emphasis on personal worth, and (3) a high regard for
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social status and prestige (Harris & Moran,

1987).

Additionally, because the culture is classified as
masculine even though there is a strong maternal
influence, students might feel guilty if they do not
match the performance expected of them (Draguns,
1990).
Two caveats are needed in the interpretation of
these results.

First, results for Hispanic populations

m a y be inflated because of social desirability in
responses

(Marin & Marin,

1990).

Second, for the

Puerto Rican sample, reliabilities for the
instrumentation in this research were not particularly
strong.

The results may have been influenced by either

conceptual or readability problems.
Theoretically, means scores on the Beatty, Forst,
and Stewart (1986) motivation measure above 28 suggest
a high degree of motivation.

Those below 13 suggest a

low degree of motivation, with those in between
representing moderate motivation levels.

On the basis

of the results reported, all cultural groups had
motivation mean scores in the moderate range.
Interestingly, the two junior high school groups
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had scores at the opposite ends of the motivation level
continuum.

The Hungarian Junior High School group's

motivation mean score was significantly higher than all
cultural groups except the Finnish and Puerto Rican
College groups.

The American Junior High School group

represented the other end of the continuum with a
motivation mean score that was significantly lower than
that for all other cultural groups.

Although these

differences are significant, the meaningfulness is
questionable.

As mentioned in previous discussion, the

reliabilities for the Hungarian measurement are not
very strong (.74 for both Hungarian samples compared to
.92 for the American Junior High and .95 for the
American High School samples).

The students may indeed

have significantly differing levels of motivation, but
there is also the possibility that the differences
reported are because of conceptualization, readability,
or fatigue problems associated with the survey itself.
The low mean score for the American Junior High
sample, on the other hand, is not unexpected.

Young

adolescents in the American culture are frequently
plagued with self-identity crises and their motivation
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is channeled toward areas other than school— their
social life, boyfriend-girlfriend problems, their
looks, and so forth (e.g., Biehler & Hudson,

1986).

As

American students mature and progress through school
their energy can be directed more toward learning
because of the nature of developmental tasks
(Havighurst,

1952).

At least for students who proceed

to higher education, this research indicates that the
increase in motivation means for students in the three
education levels is consistent with developmental
theory.

Future research should replicate this relation

to see if the Hungarian Junior High School data is an
anomaly or an accurate representation of motivation
levels of younger adolescents in Hungary.

Moreover,

the research needs to be expanded to verify or negate
the relationship for other cultures as well.

Without

expansion, there is the danger of imposing an American
trend upon other cultures.
With that said, it is interesting that the
Hungarian Junior High group, who had the highest
motivation mean, also reported their teachers' as using
the most verbally and nonverbally immediate
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communication behaviors and perceived their teachers as
the highest in competence and character and tied for
highest in responsiveness with the Puerto Rican sample.
The Hungarian Junior High sample perceived their
teachers as the least assertive of any group.

What

emerges is a picture of a Hungarian teacher who is very
competent, student centered, and responsive to student
needs, but not assertive.

Overall, however, the

Hungarian Junior High sample had the lowest
correlations between teachers1 immediacy and motivation
and all types of learning.

Their correlations for all

independent variables with cognitive learning were all
slight.

The variables most highly associated with

motivation and learning for the Hungarian Junior High
students were perceived t e a c h e r s 1 competence,
character, and responsiveness.

Thus, although

Hungarian teachers appear to be communicatively
competent, it appears that factors other than teachers'
communication and students' motivation as measured in
this research influence student learning in Hungarian
junior high schools.
Hypotheses Three through Eight and Research Question 2
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Hypotheses three through eight proposed that
students' perceptions of teachers' use of verbal and
nonverbal immediacy behaviors and that students'
perceptions of teachers' competence, character,
assertiveness, and responsiveness would be positively
associated with students' motivation and cognitive,
affective, and behavioral learning and negatively
associated with students' cognitive learning loss.
Research question two examined the means of the
variables in this research for all cultural groups
studied.

Because the hypotheses and research question

are interrelated, the results of the teacher
communication variables parts of research question two
will be presented in conjunction with the discussion of
hypotheses three through eight.
Hypothesis Three and Research Question 2
Hypothesis 3 posed that for the cultural groups in
aggregate form and for each individual cultural group,
students' perceptions of instructors' verbal immediacy
w o uld be positively associated with students' selfreported motivation, cognitive learning, affective
learning, and behavioral learning.

Hypothesis 3 was
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confirmed.
For all cultures in aggregate form, the simple
correlations for verbal immediacy with motivation,
affective learning, and behavioral learning indicated a
moderate, positive relationship and with cognitive
learning a definite, but small, positive association.
The correlation between verbal immediacy and learning
loss was negative and low.
teachers'

This suggests that

verbal immediacy may be pancultural, a

finding consistent with those of Sanders and Wiseman
(1990).
Correlations between motivation and verbal
immediacy for all College groups were low moderate and
for the American High School group high moderate.

Both

Junior High groups reported low correlations and the
H ungarian High group reported a slight correlation.

No

significant differences were found for the correlations
between verbal immediacy and motivation for the three
College groups or between the two Junior High groups.
The correlation for the American High group was
significantly higher than for any other group,
including the Hungarian High group (see Table 6).
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Correlations between cognitive learning and verbal
immediacy were lower than for motivation and verbal
immediacy for all groups

(see Table 11).

American High

School students reported the highest relationship, the
College groups and American Junior High reported low
correlations, and both Hungarian groups reported slight
correlations.

The correlation for cognitive learning

and verbal immediacy for the Puerto Rican College group
was significantly higher than that for the American
College group, but no other significant differences
w ere found for the College groups.

The correlation for

the American High group was significantly higher than
that for the Hungarian High group, but the American
Junior High correlation was not significantly different
from the Hungarian Junior High group.

Thus, the

relationship between teachers' verbal immediacy and
cognitive learning appears to be pancultural for the
college groups in this study and for the American
cultural groups.

The relationship, although positive,

is not nearly as strong for the Hungarian groups.
The correlations between verbal immediacy and
learning loss were negative, with the exception of the
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Hungarian High group (see Table 12).

The Hungarian

Junior High group reported a slight, negative
correlation, the American and Finnish College groups
and the American Junior High a low correlation, and the
Puerto Rican College group a moderate correlation.

The

three College groups and the two Junior High groups had
no significant differences in the correlations between
verbal immediacy and learning loss, but the American
and Hungarian High groups were significantly different.
This suggests that the associations for teachers'
verbal immediacy and students'

learning loss are also

pancultural for the college groups studied.

Students

who reported having teachers who were not verbally
immediate appeared to think that they could have
learned more with a verbally immediate teacher.

For

the American High School group this finding was even
stronger, whereas the American Junior High students did
not seem to place as high a value on teacher immediacy.
The correlations between verbal immediacy and
affective learning and behavioral learning were higher
than for cognitive learning (see Tables 13 and 14).
W ith the exception of the Hungarian groups, the
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correlations were in the moderate range.

The

correlation for affective learning with verbal
immediacy was not significantly different for the
College samples, the High School samples, or the Junior
High School samples, although there were significant
differences among the various groups.

The correlation

for behavioral learning with verbal immediacy was not
significantly different for the College samples or for
the Junior High samples, but was significantly
different for the High School groups.
Some differences in the relationships between
verbal immediacy and the learning variables were also
noted.

For all groups, verbal immediacy was more

highly related to affective and behavioral learning and
to learning loss than to cognitive learning.

This

suggests that cognitive learning is not as dependent
upon teachers' use of verbal immediacy as are other
domains of learning, but that students' affect toward a
course and their behavioral intentions are closely
associated with teachers' communication behavior that
models respect for students and acceptance of students.
Good, Biddle, and Brophy (1975) argue that two basic

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Comparison
150
affective goals of education are students' beliefs and
acceptance of self as learners and acceptance of
others.

T e a c h e r s ' verbal immediacy behaviors provide a

means to an end for affective goals while concomitantly
developing a relationship that is likely to foster
increased self-esteem and higher cognitive learning
(for a review of the literature, see Good, Biddle, &
Brophy,

1975).

Research Question 2 - Verbal Immediacy.

A

significant main effect for culture accounted for about
5 percent of the variance in teachers' verbal
immediacy.

Additionally, significant differences were

found for students' perceptions of teachers' verbal
immediacy by cultural groups.

For the College groups,

the Puerto Ricans reported teachers using the highest
levels of verbal immediacy (M = 43.09), which was
significantly higher than the Finnish (M = 38.35), but
not the Americans

(M = 40.40).

groups, the Americans

For the High School

(M = 41.22) were not

significantly different from the Hungarians (M =
40.60).

For the Junior Highs, the Hungarians (M =

45.02) were significantly higher than the Americans

(M
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= 34.50).
The Hungarian Junior High School students
perceived their teachers as the most verbally immediate
of any cultural group, which was not only significantly
higher than the American Junior High School group, but
also every other cultural group except the Puerto
Ricans, who reported the second highest mean.

Compared

to the Finnish College sample, the Puerto Rican College
mea n score was significantly higher, as was the
American College mean.

The American High School group

reported the third highest perceptions of teachers' use
of verbal immediacy in the classroom, a mean that was
significantly higher than the Hungarian High sample.
C o n c lusions.

As stated previously, compared to

the American and the Puerto Rican college instructors,
Finnish college instructors were likely to use less
verbal immediacy in the classroom.

Accepting the

Sallinen-Kuparinen (1986) position that the Finns have
a tendency to be shy, timid, and silent, the results
are not unexpected.

Additionally, because the Finnish

culture tends to be highly individualistic, elaborated
affiliative communication may not be expected in the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Comparison
152
classroom.

The Puerto Ricans, on the other hand, tend

to be more collectivistic and to value verbally
inclusive communication.

One social script that

Hispanics often use is "simpatia," which is related to
allocentrism and emphasizes the need for respect and
harmony in interpersonal relations
Betancourt,

1984).

(Triandis, Marin, &

Teachers' use of verbal immediacy

may help to maintain and reinforce that harmonious
relationship.

Marin and Triandis (1985) suggest that

collectivism is associated with personal
interdependence.

Verbally immediate language includes

students in the learning process and may help to
develop the feeling that students and teachers are
working together for a common goal.
Hypothesis Four and Research Question 2
Hypothesis 4 .

Hypothesis 4 posed that for the

cultural groups in aggregate form and for each
individual cultural group, students' perceptions of
instructors'

nonverbal immediacy would be positively

associated with students'

self-reported motivation,

cognitive learning, affective learning, and behavioral
learning.

Hypothesis 4 was partially supported.
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For all cultures in aggregate form, the simple
correlations for nonverbal immediacy with motivation,
affective learning, and behavioral learning indicated a
moderate, positive relationship and with cognitive
learning a definite but small positive relationship.
The correlation between nonverbal immediacy and
learning loss was negative and substantial.
Correlations between motivation and nonverbal
immediacy (see Table 6) were all positive.

The

relations for the American and Finnish College groups
were moderate and for the Puerto Ricans low, but the
correlations for the three College groups were not
significantly different.

For the American High School

and Junior High groups the correlations were moderate
and for the Hungarian groups low for the Junior High
and slight for the High School.

The associations for

the Americans were significantly higher than those for
the Hungarians for both cultural groups.
Correlations between cognitive learning and
nonverbal immediacy (see Table 11) ranged from very
slight for the Hungarian groups to moderate for the
corresponding American groups, but all were positive.
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For both the High School and the Junior High School
groups, the correlations for the American groups were
significantly higher.

Although the Puerto Rican

College group had a slight correlation for nonverbal
immediacy and cognitive learning compared to moderate
correlations for the American and Finnish College
groups, the differences were not significant.
In contrast the correlations between nonverbal
immediacy and cognitive learning loss (see Table 12)
were negative and ranged from very slight for the
Hungarian High and Junior High groups to moderate for
the American High and American College groups.

The

American College group had a significantly higher
negative correlation between nonverbal immediacy and
cognitive learning loss than the Puerto Rican group but
not the Finns.

The American High group had a

significantly higher negative correlation than the
Hungarian High group, but the Junior Highs were not
significantly different.
For affective learning the correlations with
nonverbal immediacy were all positive (see Table 13).
All American groups and the Finns reported moderate
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correlations and the others reported low correlations.
The correlation for the American College group was not
significantly different from either of the other two
College groups, but the Finns had a significantly
higher correlation than the Puerto Ricans.

The

correlations for the two High Schools groups and for
the two Junior High groups were not significantly
different.
For behavioral learning some of the correlations
w i t h nonverbal immediacy were negative (see Table 14),
partially discontinuing Hypothesis 4. Correlations
ranged from -.18 for Hungarian Junior High students to
.57 for American Junior High students.

The College

groups did not report significantly different
correlations, but American High School and Junior High
School groups reported significantly higher
correlations between nonverbal immediacy and behavioral
learning than the complementary Hungarian groups.
With exceptions noted, nonverbal immediacy appears
to be positively associated with motivation and
learning for all groups, but the levels of association
vary.

Nonverbal immediacy was not as strongly
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associated with motivation and learning variables or
learning loss for Puerto Rican or Hungarian students,
regardless of education level.

This suggests that

achievement motivation may be more independent of need
for affiliation for Puerto Ricans and Hungarians than
for Americans and Finns.
Research Question 2 - Nonverbal Immediacy.

A

significant main effect for culture accounted for about
5 percent of the variance in teachers' nonverbal
immediacy.

An examination of the means revealed

significant differences students' perceptions of
t e a c h e r s ' nonverbal immediacy by cultural groups
Table 16).

(see

For the College groups, the Americans

reported the highest level of teachers' nonverbal
immediacy, which was significantly higher than both the
Finns and the Puerto Ricans who reported the same mean
score.

The Hungarian High School sample had a

significantly higher mean than the Americans, as did
the Junior High samples for the two cultural groups.
American Differences for Immediacy
Although the primary purpose of this research was
to examine differences in the impact of teachers'
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communication on students' motivation and learning in
various cultures, post hoc analysis of the differences
in the American cultural groups revealed interesting
differences.

Within the same general cultural

framework of the American society, students from the
three levels of education reported significant
differences in their perceptions.

This section will

discuss those differences.
American Correlations.

Although several studies

have investigated the association between teacher
immediacy and student motivation and learning, the
results of the present study indicate further
investigation is needed.

Hypotheses two, three, and

four were confirmed, replicating previous research
regarding the positive effects of students' perceptions
of teachers'

immediacy on students' perceived

motivation and cognitive, affective, and behavioral
learning.

For the American College student sample, the

associations in the present study for perceived
teachers'

immediacy and learning were somewhat lower

than, but not significantly different from, Gorham's
(1988) reported associations.

The associations between
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immediacy and cognitive learning were significantly
lower than those reported by Kelley (1988), however.
Due to methodological differences the two studies could
not be statistically compared across all types of
learning, but the pattern was for the associations in
this study to be lower for all dependent variables with
immediacy.
teachers'

With regard to students' motivation and
immediacy,

for the American College sample

the associations were consistent with those of
Christophel

(1990) and Richmond (1990)— moderate and

positive, with immediacy accounting for 19 to 23
percent of the variance in motivation.
For the American High School student sample, the
results were consistent with regard to students'
perceptions of teachers' verbal and nonverbal immediacy
and learning.

The associations were somewhat, but not

significantly, smaller for verbal immediacy and
cognitive learning and somewhat higher for nonverbal
immediacy and cognitive learning than in Kelley's
(1988) study.

For cognitive learning loss, Kelley

(1988) reported a stronger negative association with
verbal immediacy and lower negative association with
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nonverbal immediacy.

For behavioral and affective

learning, the associations in this study were somewhat
higher.
The American High student sample also reported the
strongest correlations between teachers' verbal
immediacy and motivation (r = .69) and nonverbal
immediacy and motivation (r = .56), accounting for 48
and 31 percent of the variance in motivation
respectively.

These associations were significantly

higher than either the American College or American
Junior High for verbal immediacy and significantly
higher than the American College sample for nonverbal
immediacy.
For the American Junior High student sample, the
present study found a significantly weaker association
between students' perceptions of teachers' verbal
immediacy and students' cognitive learning than
Kelley's

(1988), but there was no significant

difference between associations with nonverbal
immediacy and cognitive learning for the two studies.
For the associations between immediacy and cognitive
learning loss, this study found much lower correlations
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than did Kelley's

(1988).

The associations for

affective and behavioral learning and immediacy were
similar in the two studies.
In comparison to the American High (r = .69)
sample, the American Junior High group reported a
significantly smaller association between verbal
immediacy and motivation (r = .35).

The difference

between the American College group (r = .48) and Junior
High group was not significant.
Analyses of the American data at different grade
levels show that associations exist between stude n t s '
perceptions of teachers' use of immediacy behaviors and
all three domains of learning, albeit to differing
degrees.

Teacher immediacy appears to be a construct

that is positively associated with student motivation
and learning from Junior High level students to College
students.

In light of the differences reported between

the present study and the work of Gorham (1988) and
Kelley (1988), caution should be used, however, in
generalizing about the associations until further
research is conducted.
With that caveat in mind, analyses comparing the
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associations among the varied age groups with Fisher's
Zr test indicate that for the High School group in the
present study, teach e r s ' immediacy enjoys a
significantly stronger association with cognitive
learning and learning loss than for the other two
American cultural groups.

For affective and behavioral

learning, the association is significantly stronger
than for the College group and somewhat stronger than
for the Junior High group.

Thus, the results suggest

that students' perceptions of teachers' verbal
immediacy are more closely related to learning and
attitudes in the classroom for high school than junior
high school students, but that the association appears
to decrease in importance for college students,
particularly for cognitive learning.
With regard to the association between teachers'
immediacy and students' motivation for the different
American age levels, the role of teachers'

verbal

immediacy appears to become stronger in high school
than in junior high, but to level off in college
classrooms.

On the other hand, teachers'

nonverbal

immediacy appears to be very similarly related to
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motivation in both Junior High and High School
classrooms, but slightly less relevant in College
classrooms.
In light of the fact that Junior High and High
School students have little choice in the selection of
courses or instructors, these results are particularly
puzzling with regard to affective and behavioral
learning.

Logic would argue that if students have a

choice in which courses they can take, then they will
be more likely to have positive attitudes and
behavioral intentions.
American M e a n s .

With the exception of teacher

character and cognitive learning loss, the College
sample reported the highest means on all variables with
the differences being significant between the College
and Junior High group.

Interestingly enough and in

keeping with the discussion above, the Junior High
students reported the highest level of learning loss
and the lowest level of motivation for the American
sample.

Correlations for the High School group were

consistently, and in most cases significantly, higher
than for the College group for all variables with
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motivation and higher than the Junior High group with
the exception of behavioral learning.
Conclusions.

In American classrooms, the level of

the education appears to be closely associated with how
large an impact teachers' communication has on
students.

The group most influenced by teachers'

communication appears to be high school students.

When

students are compared developmentally, this seems
logical.

As students progress through adolescence into

young adulthood they mature.

With that maturity comes

a gradual decrease in ego-centrism and selfcenteredness,

(Piaget and Inhelder, 1969) as well as an

inverse increase in decentration, the ability to take
another's view.

Thus, as students mature, they are

likely to be more cognizant of teachers'

inclusive and

affiliative behavior in addition to altering their
reliance on peer identification (Erickson,

1968).

Hypothesis Five and Research Question 2
Hypothesis 5 .

Hypothesis 5 proposed that for each

individual culture and for the cultural groups in
aggregate form students' perceptions of instructors'
competence would be positively associated with
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students' motivation,

students' cognitive learning,

students' affective learning, and students' behavioral
intent.

For all cultures in aggregate form, the simple

correlations for teachers' perceived competence with
motivation, cognitive learning, affective learning, and
behavioral learning indicated a moderate, positive
association.

The correlation between competence and

learning loss was also substantial, but negative.
Thus, Hypothesis 5 was confirmed.
For competence and motivation, the simple
correlation for each culture was in the positive,
moderate range (see Table 6).

No significant

differences were found for the three College groups or
for the Junior High groups, but the American High group
reported a significantly higher correlation than the
Hungarian High group.
For competence and cognitive learning (see Table
1 1 ), the simple correlations were lower for the
Hungarian and Puerto Rican samples than for the
Americans and Finns.

Correlations for the three

College groups were not significantly different from
one another, but the American High and Junior High
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correlations were significantly higher than the
Hungarian High and Junior High correlations,
respectively.

These results may be explained by the

fact that the Puerto Rican, and perhaps the Hungarian,
students feel a greater power distance from their
instructors and, yet,

feel able to maintain their own

level of personal integrity.

Thus, while Americans and

Finns would be likely to be influenced by a source they
think is highly competent, the Puerto Rican and
Hungarian students may feel autonomous to decide for
themselves while not violating the teacher-student
status differential.

For the younger American samples,

the stronger association between competence and
cognitive learning may be attributable to the fact that
competent teachers are better organized, better
prepared, and move smoothly from activity to activity.
Hence, competent teachers are more apt to have fewer
disruptions in class and to provide more opportunities
for greater productive time on task for students, with
the possible result of more cognitive learning.

In

college classrooms, this may not be as critical an
issue because,

for the most part, students are there of
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their own volition and expect to learn.
Correlations with competence and learning loss, on
the other hand, were all negative and ranged from -.07
for the Hungarian Junior High group to -.49 for the
American High group.

The two High School groups were

significantly different, but not the two Junior High
groups.

Again, associations for the three College

groups were not significantly different from one
another.

Using the same reasoning presented for the

association of competence and cognitive learning, it is
reasonable to surmise that when students do not think
that they have learned as much as they could have in a
course had they had an ideal instructor their
instructor was probably less than competent.

The

stronger results for the college students support that
view, but the weaker results for the younger students
are somewhat puzzling.

Again, ego-centrism may be a

more plausible explanation for why teachers' competence
is not as important for the younger group, although it
m ay also be a function of younger students' need to
rebel against authority.
Affective learning and competence correlations for
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each cultural group were moderate to high, with some
significant differences (see Table 13).

The Finnish

College group's correlation was significantly higher
than the Puerto Rican's, but no other significant
differences were found for the College groups.

The

High School groups were not significantly different,
but the American Junior High School group's correlation
was significantly higher than the Hungarian Junior
High's.
Correlations between behavioral learning and
competence ranged from .23 to .40 (see Table 14).

For

the College groups and the High School groups, the
correlations were not significantly different.

The

American Junior High group reported a significantly
higher correlation than the Hungarian Junior High.
The associations for competence with both
affective and behavioral learning were stronger than
for cognitive learning but very similar in strength
although opposite in valence for learning loss.

That

is, when students do not perceive the instructor as
competent, they perceive themselves as not learning as
m uch as they could have because of the instructor.
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This is consistent with the findings for affective and
behavioral learning because they are attitudinal in
nature.

Once again, the Puerto Rican students'

correlations are lower, perhaps because they place less
responsibility on the teacher for their learning.
Research Question 2 - Competence.

A significant

main effect for culture accounted for about 10 percent
of the variance in teachers' competence.

Significant

differences were found for teachers' perceived
competence by cultural groups

(see

Table 17).

College groups, the Americans

(M =

35.23), the Finns

= 35.85), and the Puerto Ricans

(M

(M = 34.92) were not

significantly different from one another.
School groups, the Hungarians

For the

(M =

significantly higher than the Americans

For the

High

34.89) were
(M = 32.17).

For the Junior High School groups whose mean scores
represented the range of scores for students'
perceptions of teachers' competence in the classroom,
the Hungarians

(M = 39.06) were significantly higher

than the Americans

(31.00).

Hypothesis Six and Research Question 2
Hypothesis 6 .

Hypothesis 6, which posited that
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for the various cultural groups in aggregate form and
for each individual cultural group, students'
perceptions of instructors' character would be
positively associated with students'

self-reported

motivation, cognitive learning, affective learning, and
behavioral learning, was confirmed.
For all cultures in aggregate form, the simple
correlations for character with motivation, affective
learning, and behavioral learning were positive and
substantial and with cognitive learning a low
association.

The correlation between character and

learning loss was negative and moderate.
With the exception of the Finnish group who had a
low simple correlation for instructors' character and
motivation, the correlations for all the groups were
m oderate (see Table 6).

The simple correlation for the

Finns was not, however, significantly different from
either of the other College groups, as were neither the
H igh School nor Junior High groups.
The pattern for character and cognitive learning
was not quite as strong, however (see Table 11).

The

Hungarian Junior High group had a slight, almost
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negligible correlation for character and cognitive
learning.

All three College groups and the Hungarian

High group had low correlations and the American High
and Junior High groups had correlations in the moderate
range.

No significant differences were found between

the three College groups or the two High School groups,
but the American Junior High group had a significantly
higher correlation for character and cognitive learning
than did the Hungarian Junior High group.
As would be expected the correlations with
learning loss were negative and ranged from -.10 for
the Hungarian Junior High to -.58 for the American High
group (see Table 12).

The correlations for the three

College groups were not significantly different, nor
w ere the correlations for the two High School groups or
for the two Junior High groups.
All cultures had moderate to high, positive simple
correlations between instructors' perceived character
and students'

affective learning (see Table 13).

No

significant differences were found among the three
College groups who had moderate associations,
.53.

.52 or

Correlations for the two High School groups were
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not significantly different, but they did demonstrate a
marked relationship,

.71 and .72.

The correlations for

the two Junior High groups were not significantly
different either, although the Americans had a
correlation of .70 compared to the Hungarians'

.53.

The correlations with behavioral learning were not
quite as strong or consistent (see Table 14).

No

significant differences were found among the three
College groups whose correlations were in the low to
low moderate range.

Nor were the correlations for the

High School groups significantly different, although
their relationships were stronger for character and
behavioral learning.

The correlation for the American

Junior High group was significantly higher than the
Hungarian.
Research Question 2 - Character.

A significant

m ain effect for culture accounted for 6 percent of the
variance in teachers'

character.

Means for students'

perceptions of teachers' character ranged from a high
of 38.79 for the Hungarian Junior High group to a low
of 31.73 for the Finnish College group (see Table 18),
although most of the means were closer to the lower end
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of the range.

The College groups were not

significantly different from one another:
College

American

(M = 32.67), Finnish College (M = 31.73), and

Puerto Rican College (M = 32.89).

The High School

groups were not significantly different from one
another:

American High (M = 32.27) and Hungarian High

(M = 32.82).

The Junior High School groups were

significantly different:

American Junior High (M =

32.70) and Hungarian Junior High (M = 38.79).

The

Hungarian Junior High sample, however, scored teachers
significantly higher in character than all other
cultural samples.
Conc lusions.

Except for the American High School

and American Junior students, the means for teachers'
character were somewhat lower than those for
competence.

The correlations for competence and

character in relation to motivation and learning were
dissimilar, however.

For the college groups, the Finns

had stronger correlations for competence than for
character with motivation and all learning variables.
The Puerto Ricans, on the other hand, had just the
opposite, albeit the differences were not as marked.
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This could be explained by their relative positions on
collectivism/individualism.

The Finns tend to be more

individualistic and place a high value on education, as
evidenced by the expansion of their higher education
system since 1966.

Additionally, Finns place teachers

near the top of the social hierarchy and respect their
acquired knowledge.

While the Puerto Ricans also place

a high value on education and even have a stronger
power distance than the Finns, their overall
orientation toward group harmony places a greater value
on trust, the embodiment of character.
(1990) points out,

As Triandis

"Collectivists pay attention to 'who

the other is,' that is, to family, tribal group, or
social class memberships.
to

Individualists pay attention

'what the other does, or has done.'"

(p. 45).

Hypothesis Seven and Research Question 2
Hypothesis 7 .

Hypothesis 7 proposed that for the

cultural groups in aggregate form and for each
individual cultural group, students' perceptions of
instructors' assertiveness would be positively
associated with students'

self-reported motivation,

cognitive learning, affective learning, and behavioral
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learning.

Hypothesis 7 was partially confirmed.

For all cultures in aggregate form, the simple
correlations for teachers' perceived assertiveness with
students' motivation, affective learning, and
behavioral learning indicated a slight, almost
negligible association.

With cognitive learning there

was a definite, but small, positive association.

The

correlation between assertiveness and learning loss was
negative and slight.
For each cultural group, the correlations were not
as easy to interpret (see Table 6).

The Hungarian High

group had a low, but negative correlation (r = -.22),
for assertiveness and motivation, a correlation which
was significantly different from all groups but the
American Junior High, r = .03.

The other groups all

had positive, albeit low, correlations for motivation
(.22 < r < .29).

No significant differences were found

for the correlations for the three College groups or
for the Junior High groups.

The correlation for the

American High School group was significantly higher
t han the Hungarian High group.
The correlations for assertiveness with cognitive
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learning were also mixed in valence and ranged from
slight to low (see Table 11), -.01 for the Hungarian
High School group to .25 for the Finnish College group.
Their correlations were the only two which were
significantly different.
The simple correlations for assertiveness with
learning loss (see Table 12) were negative for all
three College groups and ranged from slight to very
low.

They were not significantly different.

The

American High group, also negative and low, was
significantly different from the Hungarian High group,
whose correlation was positive and slight.

For the

Junior High Schools, the correlations, which were not
significantly different, were both slight and positive.
For affective learning, the only negative
correlation with assertiveness was for the Hungarian
High group, r = -.05 (see Table 13).

Both the American

Junior High and the Hungarian Junior High group had
slight correlations, which were not significantly
different.

The American College and Finnish College

had low correlations, but the Puerto Rican College
group (r = .58) had a substantial and significantly
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higher correlation than any other group between
assertiveness on the teachers' part and students'
affective learning.

Correlations for the two High

School groups were not significantly different although
the American High correlation was .20.
The simple correlations for behavioral learning
and assertiveness were all positive and almost
negligible except for the Puerto Ricans and the Finns
who had low, positive associations.

There were no

significant differences between any of the correlations
for any of the groups (see Table 14).
Research Question 2 - Assertiveness.

A

significant main effect for culture accounted for about
13 percent of the variance in teachers' assertiveness.
Significant differences were found for students'
perceptions of teachers' assertiveness by cultural
groups
Finns

(see Table 19).

For the College groups, the

(M = 32.31) reported teachers being significantly

less assertive than either the American (M = 35.35) or
Puerto Rican (M = 35.01) groups.
groups, the Americans

For the High School

(M = 35.09) reported

significantly higher levels of teachers' assertiveness
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than did the Hungarians (M = 28.02).

For the Junior

High groups, the Americans (M = 35.09) reported
significantly higher levels of teachers' assertiveness
than did the Hungarians (M = 28.02).
Hypothesis Eight and Research Question 2 .
Hypothesis 8 .

Hypothesis 8 proposed that for the

cultural groups in aggregate form and for each
individual cultural group, students' perceptions of
instructors' responsiveness would be positively
associated with students' self-reported motivation,
cognitive learning, affective learning, and behavioral
learning.

Hypothesis 8 was partially supported.

For all cultures in aggregate form, the simple
correlations for teachers' perceived responsiveness
with students' motivation, affective learning, and
behavioral learning indicated a moderate, substantial
association and with cognitive learning a low, but
positive, association.

The correlation between

responsiveness and learning loss was negative and
moderate.
For each individual cultural group, students'
perceptions of teachers' responsiveness was positively
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and moderately correlated with students'
motivation (see Table 6).

reported

The correlations for the

three College groups and for the two High School groups
w ere not significantly different.

The correlation for

the Hungarian Junior High group was significantly
higher than for the American Junior High group.
The association with teachers' responsiveness was
not as consistent for cognitive learning,
(see Table 11).
correlations.

.14 < r < .52

Both Hungarian groups had slight
All three College groups had moderate

correlations that were not significantly different from
one another.

The American High group had a moderate

correlation which was significantly higher than the
Hungarian High group.

The Hungarian Junior High

group's correlation for cognitive learning with
responsiveness was significantly lower than that for
the American Junior High group.
With the exception of the Hungarian Junior High
group (r = .12), all groups had negative correlations
for responsiveness and learning loss.

Although the

relations ranged from slight and negative to moderate
and positive, no significant differences were found for
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the correlations for the three College groups, the two
High School groups, or for the two Junior High groups
(see Table 12).
Teachers' perceived responsiveness was moderately
and positively correlated with affective learning for
all cultures,

.46 < r < .68 (see Table 13).

No

significant differences were found among the three
College groups or between the two High School groups or
the two Junior High groups.
Behavioral learning had a moderate, positive
correlation with responsiveness for the American and
Finnish College groups, the American and Hungarian High
groups, and the American Junior High group.

A low,

positive correlation was found for the Puerto Rican
College group and the Hungarian Junior High group (see
Table 14).

The three College groups did not report

significantly different correlations, nor did the two
High School groups or the two Junior High School
groups.
Research Question 2 - Responsiveness.

A

significant main effect for culture accounted for about
3 percent of the variance in teachers' responsiveness.
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Significant differences were found for students'
perceptions of teachers' responsiveness for cultural
groups (see Table 20).

For the College groups, the

Puerto Ricans were significantly higher than both the
Americans and the Finns, but the Americans and the
Finns were not significantly different from one
another.

No significant differences were found between

the American High School and Hungarian High School
groups.

The Hungarian Junior High group reported

significantly higher teachers' responsiveness than did
the American Junior High group.
Comparisons of mean levels for Finnish
instructors' assertiveness

(M = 32.31, SD = 6.41) as

perceived by stude n t s ' in this research were consistent
w ith those self-reported by Finnish students (M =
32.54, SD = 6.01) in previous research (Thompson &
K l o p f , 1992).

A similar pattern was observed for the

Finns for responsiveness:

this research, M = 37.06, SD

= 6.91; Thompson and Klopf, M = 36.33, SD = 5.40.

For

the American College students, college students in
Thompson and Klopf's previous research self-reported
themselves as more assertive and responsive than
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students in this survey reported their instructors.
While providing some additional validity to the selfreport use of McCroskey and Richmond's Assertiveness/
Responsiveness Measure, this research indicates that
further comparisons between self- and other-report use
of the scale should be conducted.
Mean scores on the Richmond-McCroskey (1985)
Measure above 34 suggest a high degree of assertiveness
and a high degree of responsiveness.

Those below 26

suggest a low degree on the two dimensions, with the
scores in between representing moderate levels.

On the

basis of the results reported, it is apparent that
American College, American High School, and Puerto
Rican College students perceive their instructors as
highly assertive.

With the exception of the Hungarian

Junior High School students who perceive their
instructors as low in assertiveness, the other cultural
groups perceive their instructors as moderately
assertive although the American Junior High group is
borderline high.

On the responsiveness dimension, all

groups perceive their instructors as highly responsive
although the American Junior High group is slightly
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below the cutoff, M = 33.94.

The results indicate the

Hungarians are less similar to the other groups, but
extreme caution should be used in reaching this
conclusion.

The Hungarian sample size for the

assertiveness/responsiveness dimensions of the this
research was smaller than for most other analyses
because of incomplete data.
McCroskey and Richmond (1985) suggest that
masculinity is similar to assertiveness and femininity
to responsiveness.

In conjunction with the earlier

discussion of T r i a n d i s 1 (1990) suggestion that
masculinity is closely related to individualism and
femininity to collectivism, these results are
paradoxical.

First, the Puerto Rican culture is often

classified as masculine as is the American culture.
Hence, we would suspect them to be more highly
assertive.

Second and conversely, the Puerto Rican

culture is also classified as collectivistic, which
w ou l d mean they are high in femininity or highly
responsive.

Third, the Finns are usually classified as

feminine and individualistic, another paradox.
Information is not available about the Hungarians.
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At first glance, this appears perplexing.

One

explanation might be that Trian d i s 1 suggestion that
masculinity and femininity are related to individualism
and collectivism respectively is false.

Japan is a

representative cultural example to support this
explanation (Hofstede, 1984).

Rather than

individualism and collectivism, perhaps the
relationship is stronger between masculinity and
femininity and power distance.
A second explanation is that McCroskey and
Richmond's

(1985) instrument may not be measuring

assertiveness, an opinion that could supported by the
marginal reliabilities for the scales's use in this
study.

Or, their assertion that masculinity is similar

to assertiveness may be false.

Again, masculinity may

be more similar to power distance.
A third explanation is that the issue is
irrelevant to this research.
transpires in classrooms.

What is relevant is what

If, as was suggested in the

literature review, the classroom is an artificially
created cultural group with its own norms and rules,
then the results are pretty clear-cut.

Students'
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perceptions of teachers' responsiveness are associated
with student motivation and learning, particularly with
affective learning.

Moreover, teacher responsiveness

is clearly more effective than assertiveness in
establishing a classroom environment that promotes
student motivation and learning.

Another interesting

finding is that all cultural groups perceived their
teachers as highly responsive, a finding which adds to
the pancultural nature of teacher responsiveness.
Hypotheses Three through Eight
For ease in interpreting the data, hypotheses
three through eight will be discussed again, but this
time in relation to cognitive learning, cognitive
learning loss, affective learning, and behavioral
learning.

The discussion follows.

As in the previous

discussion, all analyses with the Hungarian cultural
groups are inconclusive.
Cognitive Learning.

The combination of verbal and

nonverbal immediacy behaviors, perceptions of
competence and character, perceptions of assertiveness
and responsiveness, and motivation accounted for
between 37 and 49 percent of the variance in cognitive
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learning for all cultural groups except the Hungarian
Junior High students for whom the combination accounted
for only 13 percent of the variance.

For all groups

but the Hungarian Junior High, motivation accounted for
the greatest portion of unique variance in cognitive
learning.

For all cases but the Puerto Rican College

group, the majority of the total variance in cognitive
learning was attributable to students' perceptions of
teachers'

communication.

This indicates that cognitive

learning is a function of teacher communication in the
classroom, not just students'
Moreover,

intrinsic motivation.

it indicates that teachers do make a

difference.
Cognitive Learning L o s s .

The combination of

verbal and nonverbal immediacy behaviors, perceptions
of competence and character, perceptions of
assertiveness and responsiveness, and motivation
accounted for between 33 and 58 percent of the variance
in cognitive learning loss for all cultural groups
except the American and Hungarian Junior High students
for who m the combination accounted for only 14 and 13
percent of the variance, respectively.

For all
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cultural groups, multicolinearity accounted for the
majority of the variance in cognitive learning loss.
Again, this indicates that cognitive learning loss is a
function of teacher communication in the classroom, not
just students'

lack of intrinsic motivation.

Affective Learning.

The combination of verbal and

nonverbal immediacy behavior, perceptions of competence
and character, perceptions of assertiveness and
responsiveness, and motivation accounted for between 54
and 79 percent of the variance in affective learning
for all cultural groups.

For all cultural groups,

multicolinearity accounted for the majority of the
variance in affective learning.

Affective learning

appears to be even more highly impacted by teacher
communication in the classroom than either cognitive
learning or learning loss.
Behavioral Learning.

The combination of verbal

and nonverbal immediacy behavior, perceptions of
competence and character, perceptions of assertiveness
and responsiveness, and motivation accounted for
between 42 and 71 percent of the variance in behavioral
learning for all cultural groups.

The majority of the
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variance in all cases was attributable to teacher
communication rather than uniquely to student
motivation.
C o n c lusions.

Students' perceptions of how

immediate teachers are both verbally and nonverbally/
of teachers'

levels of competence and character, and of

how assertive or responsive their teachers are are
intuitively compatible with Mehrabian's (1971)
suggestion that feelings can be interpreted with regard
to like-dislike; potency, status, and dominance; and
awareness and responsiveness or a combination of any or
all of the three dimensions.

Applied to this research,

like-dislike is conceptually similar to approachavoidance tendencies or teacher immediacy behaviors;
potency or status to competence and assertiveness; and
awareness to character and responsiveness.

With the

exception of students' perceptions of teachers'
assertiveness, their feelings in the forms of
motivation, cognitive learning loss, affective
learning, and behavioral learning were interpreted as
being influenced by their teachers' communication.
What is the point of this stream of research?

The
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majority of the research has been correlational with a
few notable exceptions (Kelley & Gorham/
causation cannot be proven.

1988) and thus

The findings are, however,

both consistent and numerous in support of the positive
relationships between teach e r s 1 communication and
students' motivation and learning.
this research is that teachers'

The point, then, of

communication behavior

in the classroom creates the climate in which learning
can occur.

Although the research investigating

students' attitudes toward school and their level of
achievement is inconclusive, positive self-esteem and
other positive self-views, are all associated with
achievement (for a review, see Good, Biddle, & Brophy,
1975).

In summarizing the research regarding parental

influence on children's self-esteem, McCandless and
Evans

(1973) suggest,

"High self-esteem seems to result

w hen parents are concerned, warm, set clear limits,
employ praise as a major control technique, and allow
w ide latitude to the child as he pursues approved
goals."

(p. 420)

Transferring the context to a

classroom setting and replacing teachers for parents,
then it seems logical that teachers who are concerned
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(responsive), warm (immediate), set clear limits
(competent and assertive), employ praise as a major
control

(provide positive reinforcement through

immediacy and perceptions of high character), and allow
wide latitude (provide an open communication
environment) to students as they pursue approved goals
are likely to develop students who have high levels of
self-esteem and positive attitudes.

Moreover, they are

likely to develop students who are high achievers.
Implications
Classroom Culture
The major implication for the classroom is that
even though culture has a fundamental impact on the
communication practices of people, the classroom
environment is essentially a culture of its own, a type
of subculture (Cushner,

1990).

As such, what

transpires there to promote learning transcends some of
the cultural barriers and boundaries.

When teachers

use verbal and nonverbal communication that students
decode as saying "I am approachable," "I care about
you," or "I am available to you;" that students decode
as saying "I am competent" or "I know what I am doing;"
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and that students decode as saying "I have your best
interests at heart even when I ask you to do something
you may not want to do," then, cultural barriers do not
have as large an impact on student motivation and
learning.
classroom.

The teacher is the critical variable in the
He or she can either facilitate or hinder

student progress through communication.
Thus, schools of education and pre-service
programs need to provide information to their
prospective students and faculty about communication
practices that will enhance student motivation and
learning in the classroom.

Curricula that focus on

content to the exclusion of teacher training in
instructional communication are not likely to produce
teachers that can maximize student motivation and
learning in the classroom.

With the increasing

diversity of our student bodies at all levels of
instruction, teachers as well as administrators need to
be informed about the cultural backgrounds of their
students in addition to accepted instructional
communication practices.

Then, they will be in a

better position to serve the variety of needs of their
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students.

Thus, it is imperative that we incorporate

instructional communication as well as communication
skills for the multicultural classroom into prospective
teacher education and in-service curricula.

By

providing educators with effective instructional
communication skills, we have the opportunity to foster
increased motivation and learning in our classrooms.
Perception
A second implication of this research is that
students'

learning in the classroom is mediated by

their level of motivation and their level of motivation
is mediated by teachers' communication.

For several

years now the literature has addressed issues related
to motivation.

Essentially the consensus is that

motivation is on a continuum.

Unless students are

m entally or physically ill and reduced to utter apathy,
they will have a baseline level of motivation, albeit a
different level for each person.

Like a pulse rate,

the level of motivation will rise or fall depending
upon the stimulation the student receives.

By his or

her communication in the classroom, the teacher can
impede or accelerate the students'

level of motivation.
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This research indicates that positive stimulation is
related to verbal immediacy, nonverbal immediacy,
perceptions of competence and character, and
perceptions of assertiveness and responsiveness on the
part of the teacher.

Hence, we need to provide our

teachers and potential teachers with more opportunities
to learn about and experience the role of perception in
communication.

It is easy to say that we understand or

that w e are well aware of something;
another to experience it.

it is quite

By providing simulation

activities, role-playing, and immersion techniques as
well as other forms of experiential learning we can
help educators become more aware of their own
attitudes, beliefs, and values and the impact they have
on their performance in the classroom.

Additionally,

b y concentrating on the role of perception in the
construction of reality, educators will have the
opportunity to discover the vast diversity in
individuals and, hopefully, learn to capitalize on both
the differences and the similarities in people.
Future Research
This research is just a beginning.

The samples
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represented different cultural groups, but the cultures
were not diametrically opposed on dimensions such as
individualism/collectivism, power distance, uncertainty
avoidance, and high- and low-context.

Their school

systems traced their origins to the Greco-Roman times
and their philosophies were all basically Western.
Cultural Differences
To better understand communication differences in
the classroom, cultures that represent the extremes on
various cultural dimensions need to be examined.

Thus,

future research should compare Japanese, Chinese, Thai,
and other Eastern cultures to Western cultures such as
the United States, Australia, Canada, and Mexico.

In

addition, comparisons between in-context and out-of
context learning systems would expand knowledge about
the role of communication in motivation and learning.
Replication
Moreover, this research should be replicated with
larger samples from each cultural group.

Ideally, the

researchers should immerse themselves in the cultures
to be studied, assemble as a group and discuss the
concepts in relation to the culture to be studied, and
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ascertain if the instruments are suitable or need to be
reconstructed to adequately assess the position of the
cultures on the various concepts.

Then pilot studies

should be conducted to test the revised instruments.
After statistically sound instruments have been
developed, they should be administered to large samples
within the culture to determine if they are useful
within the culture as a whole.

In conjunction with the

empirical work, ethnographic research would add
richness to the data and help provide a more complete
picture of the role of the teacher in the classroom in
various cultures.
Expansion
Finally, this research needs to be expanded.

This

study investigated students' perceptions of teachers'
communication in the classroom.

Although the verbal

and nonverbal immediacy measurements were behavioral in
nature, they were analyzed summatively.

To provide

further insight into the role of teachers'

immediacy in

the classroom, the measures need to be examined item by
item to determine by cultural groups which immediacy
behaviors tend to be more highly associated with

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Comparison
195
students' motivation and learning.
Additionally, research is needed to develop
behavioral measures of communication practices that are
perceived by students as indications of competence,
character, assertiveness, and responsiveness.

Although

the present research provided insight into the role of
these variables in relation to student motivation and
learning, the information was strictly perceptual in
nature and did not advance our knowledge about what
causes students to perceive their instructors as highly
credible or appropriately assertive or responsive.
Hence,

future research needs to explore what teachers

communicate and how they communicate it that promotes
these perceptions.
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Appendix A
Verbal Immediacy Scale
DIRECTIONS; Below are a series of descriptions of things some teachers have been observed
doing or saying in some classes. Please respond to the statements in terms of the class you
were in immediately preceding this class and which you listed previously.
For each item, record the number indicating the teacher behavior in the class on which you are
reporting using the following scale:
0

1

2

3

Never

Rarely

Occasionally

Often

4
Very Often

1. Uses personal examples or talks about experiences he/she has had outside of class.
2. Asks questions or encourages students to talk.
3. Gets into discussions based on something a student brings up even when this does not
seem to be part of her/his lecture plan.
4. Uses humor in class.
5. Addresses students by name.
6. Addresses me by name.
7. Gets into conversations with me before, after, or outside of class.
8. Has initiated conversations with me before, after, or outside of class.
9. Refers to class as "my" class or what "I" am doing.
10. Refers to class as "our" class or what "we” are doing.
11. Provides feedback on my individual work through comments on papers, oral
discussions, etc.
12. Calls on students to answer questions even if they have not indicated that they want
to talk.
13. Asks how students feel about an assignment, due date, or discussion topic.
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Verbal Immediacy Scale (Cont’d)

0

1

Never

Rarely

2

3
Occasionally

Often

4
Very Often

14. Invites students to telephone or meet with her/him outside of class if they have
questions or want to discuss something.
15. Asks questions that have specific, correct answers.
16. Asks questions that solicit viewpoints or opinions.
17. Praises students’ work, actions, or comments.
18. Criticizes or points out faults in students’ work, actions, or comments.
19. Will have discussions about things unrelated to class with individual students or with
the class as a whole.
20. Is addressed by her/his first name by the students.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Comparison
226

Appendix B
Nonverbal Immediacy Scale
DIRECTIONS: Below are a series of descriptions of things some teachers have been observed
doing or saying in some classes. Please respond to the statements in terms of the class you
were in immediately nreceding this class and which you listed previously.
For each item, record the number indicating the teacher behavior in the class on which you are
reporting using the following scale:

0

1

Never

Rarely

2

3
Occasionally

Often

4
Very Often

1. Sits behind desk while teaching.
2. Gestures while talking to the class.
3. Uses monotone/dull voice when talking to the class.
4. Looks at the class while talking.
S. Smiles at the class as a whole, not just individual students.
6. Has a very tense body position while talking to the class.
7. Touches students in the class.
8. Moves around the classroom while teaching.
9. Sits on a desk or in a chair while teaching.
10. Looks at the board or notes while talking to the class.
11. Stands behind the podium or desk while teaching.
12. Has a very relaxed body position while talking to the class.
13. Smiles at individual students in the class.
14. Uses a variety of vocal expressions when talking to the class.
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Appendix C
Credibility Scale
Instructions: The following are a series of attitude scales. You are asked to evaluate the
instructor you are reporting on, the instructor you had immediately preceding this class, in
terms of the adjectives on each scale. For example, if you think your instructor is very tall, you
might mark the following scale as below:
Tall : 7 : 6 : 5 : 4 : 3 : 2 : 1 :

Short

Of course, if you consider your instructor to be shorter you would circle a number nearer the
’short” adjective. The middle space on each scale should be considered ’neutral." Circle this
space if you feel neither adjective on the scale applies to your instructor or if you feel both
apply equally.

:

Unintelligent

1. Intelligent

7 : 6 : 5 :

: 3 : 2 :

2. Untrained

7 : 6 : 5 :

: 3 : 2 :

Trained

3. Expert

7 : 6 : 5 :

: 3 : 2 :

Inexpert

4. Uninformed

7 : 6 : 5 :

: 3 : 2 :

Informed

S. Competent

7 : 6 : 5 :

: 3 : 2 :

Incompetent

6. Stupid

7 : 6 : 5 :

: 3 : 2

Bright

7. Sinful

7 : 6 : 5 :

: 3 : 2 :

8. Dishonest

7 : 6 : 5 :

: 3 : 2 :

Honest

9. Unselfish

7 : 6 : 5 :

: 3 : 2 :

Selfish

:
:

Virtuous

10. Sympathetic

: 7 : 6 : 5 :

: 3

: 2 :

Unsympathetic

11. High character

: 7 : 6 : 5 :

: 3

: 2 :

Low character

12. Untrustworthy

: 7 : 6 : 5 :

: 3 : 2 :

:

Trustworthy
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Appendix D
Assertiveness/Responsiveness Scale

The questionnaire below lists 20 personality characteristics. Please indicate the degree to which
yon believe each of these characteristics applies to the instructor you are reporting on (the
Instructor you had In the class immediately preceding this class) while he/she interacts with
others by marking whether you (5) strongly agree that it applies, (4) agree that it applies, (3)
are undecided. (2) disagree that it applies, or (1) strongly disagree. that it applies. TTiere are
no right or wrong answers. Work quickly; just record your first impression.

5
Strongly Agree

4
Agree

3
Undecided

2
Disagree

1
Strongly Disagree

1. helpful

11. dominant

2. defends own beliefs

12. sincere

3. independent

13. gentle

4. responsive to others

14. willing to take a stand

5. forceful

15. warm

6. has strong personality

16. tender

7. sympathetic

17. friendly

8. compassionate

18. acts as a leader

9. assertive

19. aggressive

10. sensitive to needs of others

20. competitive
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Appendix E
Motivation Scale

Directions: These items are concerned with how vou feel about the class von take immp.Hiate.1v
preceding this class. Please circle the number toward either word that best describes your
feelings. Note that in some cases the most positive score is ”1” while in other cases it is a T .

1. Motivated

2

3

5

6

7

2. Excited

2

3

5

6

7

Bored

3. Uninterested

2

3

5

6

7

Interested

4. Involved

2

3

5

6

7

Uninvolved

5. Dreading it

2

3

5

6

7

Looking
forward to it

Unmotivated

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Comparison
230

Appendix F
Cognitive learning Scale

Directions: On a scale of 0-9, how much are you learning in your preceding class (on which
you are reporting)? With "0” meaning you have learned nothing and ”9" meaning you have
learned more than in any other class you have had, please answer the two questions below.
(Please circle the appropriate number.)

1. How much did you learn in the class on which you are reporting?

0
1
nothing

2

3

4

5

6

7

8

9
more than in
any other class

2. How much do you think you could have learned in the class had you had an ideal
instructor?

0
1
nothing

2

3

4

5

6

7

8

9
more than in
any other class
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Appendix G
Affective Learning Scale
Directions: Using the following scales, evaluate the class you are in immediately preceding this
class. Please circle the number for each item which best represents your feelings.

My attitude about the content in my preceding course is:
1. Good

1

2

3

4

5

6

7

Bad

2. Worthless

1

2

3

4

5

6

7

Valuable

3. Fair

1

2

3

4

5

6

7

Unfair

4. Positive

1

2

3

4

5

6

7

Negative

My attitude about the behaviors recommended in my preceding course is:
5. Good

1

2

3

4

5

6

7

Bad

6. Worthless

1

2

3

4

5

6

7

Valuable

7. Fair

1

2

3

4

5

6

7

Unfair

8. Positive

1

2

3

4

5

6

7

Negative

7

Bad

My attitude about the instructor of my preceding course is:
9. Good

1

2

3

4

5

10. Worthless

2

4

7

Valuable

11. Fair

2

4

7

Unfair

12. Positive

2

4

7

Negative
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Appendix H
Behavioral Intent Scale
Directions: Using the following scales, evaluate the class you are in immediately preceding this
class. Please circle the number for each item which best represents your feelings.
My likelihood of actually attempting to engage in the behaviors recommended in my preceding
course is:
1. Likely

1

2

3

4

5

6

7 Unlikely

2. Impossible

1

2

3

4

5

6

7 Possible

3. Probable

1

2

3

4

5

6

7 Improbable

4. Would

1

2

3

4

5

6

7 Would not

My likelihood of actually enrolling in another class with similar content, if I had the choice and
if my schedule permitted, is: (If you are graduating, assume you would still be here.)
5. Likely

1

2

3

4

5

6

7 Unlikely

6. Impossible

1

2

3

4

5

6

7 Possible

7. Probable

1

2

3

4

5

6

7 Improbable

8. Would

1

2

3

4

5

6

7 Would not

The likelihood of my taking another course with the teacher of my preceding course, if I had
a choice, is: (If you are graduating, assume you would still be here.)
9. Likely

1

3

4

5

7

Unlikely

10. Impossible

1

3

4

5

7

Possible

11. Probable

3

4

5

7

Improbable

12. Would

3

4

5

7

Would not
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Appendix I
Thompson’s Scale
Demographic Information

(1-4)

You are being asked to participate in a project conducted by a doctoral candidate in the
Departments of Curriculum and Instruction and Communication Studies at West Virginia
University in the United States of America. The purpose of this study is to examine the
relationships among students’ perceptions of learning and motivation, teachers’ immediacy
behaviors and credibility, and teachers’ social style.
Your participation is voluntary: you are free to stop at any time without penalty. Your
grades and class standing will not be affected if you decide not to participate in this study.
Given that we do not request any identification, the information is anonymous. If you feel
uncomfortable responding to any of the questions, you are free to skip over them.
Please circle the correct response.

5. My gender (sex) is:

1-MALE

2-FEMALE

(Circle one)

6. My class rank is:

1-FRESHMAN

2-SOPHOMORE

3-JUNIOR

4-SENIOR

5-OTHER

7. My age is:______ years

What class were you in immediately nrior to this class?_____

8. Is that class in your major field of study? O-NO

1-YES
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Thompson Scale (Cont’d)
Please report on the class and the instructor you had in the class nrspj^ino this class (as
reported above) in answering the following questions.

9. The gender of the instructor I am reporting on is:
1-MALE

2-FEMALE

10. The approximate size of the class I am reporting on is:

1-SMALL

(1-25 students)

2-M EDIUM (26-50 students)
3-LARGE

(51 or more students)

11. The format/type of the class I am reporting on is mainly:

1-LECTURE 2-LECTURE-DISCUSSION 3-SMALL GROUP 4-LAB 5-OTHER

12-31. Verbal Immediacy Scale (Appendix A)
32-45. Nonverbal Immediacy Scale (Appendix B)
46-57. Credibility Scale (Appendix C)
Line 2
1-20. Assertiveness/Responsiveness Scale (Appendix D)
21-25. Motivation Scale (Appendix E)
26-27. Cognitive Learning Scale (Appendix F)
28-39. Affective Learning Scale (Appendix G)
40-51. Behavioral Intent Scale (Appendix H )
Thank you for your participation!
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Tables
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Demographic Information

America
College

Puerto
Rico Co

Finland
College

America
High

Hungary
High

Demographic
Variables

All
Culture

America
Jr High

Total Sampl
Males
Females

1500
624
873

492
218
274

125
40
85

296
89
207

272
136
135

98
43
55

129
62
66

88
36
51

Age - M yrs
Range

11-47

20.54
17-45

21.28
17-47

22.89
19-44

16.64
15-19

15.94
15-19

13.01
12-15

13.23
11-14

Instructors
Male
Female

1500
794
588

492
307
185

125
42
83

296
171
124

272
143
129

98
34
64

129
41
88

88
12
76

Field Study
Yes
No

588
794

318
166

76
45

91
202

192
68

69
27

40
1

37
50

Class Size
Small
Medium
Large

810
504
185

162
191
139

81
44
0

173
91
32

225
43
4

23
74
1

99
20
9

47
41
0

Type Class
Lecture
Lec-Dlsc
Sm Group
Lab
Other

470
515
151
156
196

203
195
45
25
23

10
88
11
6
9

183
31
35
7
39

18
89
48
64
51

41
29
6
9
10

0
67
3
3
56

15
16
3
42
8

Hungary
Jr High

Comparison
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Table 1

Amer
Coll

PRico
Coll

Finn
Coll

Amer
High

Hungy
High

Amer
Jr Hi

Hungy
Jr Hi

Verb Immed

.77

.80

.77

.82

.83

.39

.67

.16

Nonverb Im

.74

.78

.59

.76

.61

.66

.43

Competence

.81

.81

.77

.83
.82

.81

.73

.82

Character

.79

.76

.64

.81

.85

.72

.84

.68
.54

Assertive

.80

.85

.72

.84

.80

.92

.92

.90

.91

.95

.73
.92

.53

Responsive

.56
.84

Motivation

.90

.92

•
o

.89

.93

.74

.90

.74

Content

.85

.88

.85

.80

00

.84

.78

.75

Behave

.88

.92

.86

.86

.88

.80

.88

.80

Instructor

.91
.93

.92

.91

.91
.91

.56

.94

.94
.94

.74

.94

.88
.92

Engage

.93

.94

.92

.95

.94

.88

.92

.93

Enroll

.95

.97

.94

.97

.96

.78

.93

.80

Teacher

.96

.97

.95

.98

.96

.87

.95

.75

.93

.93

.93

.95

.95

.81

.93

.65

.96

.96

.95

.96

.97

.91

.95

.80

Scales

Behavior
Total
Affect

.85

.86

Comparison

Affective

•

All
Culs

VO

Alpha Reliabilities for Verbal Immediacy, Nonverbal Immediacy, Credibility Competence and Character, Assertiveness/Responsiveness, Motivation, and
Affective Learning Scales' Use in this Study

00
00
•
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Table 2

Correlation Matrix o£ Variables for All Cultural Groups

Variables

1 Verbal
Immed
2 Nonverb
Immed
3 Compe
tence
4 Char
acter
5 Asser
tiveness
6 Respon
siveness
7 Motiva
tion
8 Learn
ing
9 Learn
Loss
10 Atti
tude
11 Beha
vioral

Asser
5

Respo
6

Mot
7

Comp
3

Char
4

.52

.33

.45

.13

.57

.50

.34

1.00

.46

.49

.21

.51

.46

1.00

.56

.24

.49

1.00

.05
1.00

Nonvb
2

Learn
8

LLoss
9

Att
10

Beha
11

-.36

.49

.45

.32

-.42

.48

.41

.48

.41

-.41

.59

.45

.69

.48

.37

-.42

.59

.43

.06

.19

.21

-.18

.17

.17

1.00

.53

.38

-.44

.60

.51

1.00

.59

-.49

.75

.72

1.00

-.62

.62

.56

1.00

-.55

-.45

1.00

.76
1.00

Comparison
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Table 3

Loadings and Weights In the Canonical Correlation with Cognitive Learning
1st Canonical Root
Variables______ Loadings

Std Wts

Raw Wts

3rd Canonical Root
Loadings

Std Wts

Raw WtB

Predictor Vars
Verbal Immed

.7128

.2652

.0233

-.0267

.1490

.0131

Nonverb Immed

.6798

.0925

.0117

-.0009

-.1181

-.0150

Competence

.8042

.4105

.0653

.1556

.0981

.0156

Character

.7987

.2151

-.0531

.2801

Assertiveness

.2593

.0596

.0345
.0094

.8763

.8772

.0450
.1382

Respons iveness

.8302

.2779

.0362

-.3506

-.6697

-.0872

.8642

.0352

.0886

.0215

.0330

.7062

1.2773

.0028
.6226

Criterion Vars
Motivation
Cognitive Lrn

.6884

.2715
.0677

Affective Lrn

.9783

.7206

.0518

-.0974

-.6375

-.0458

Behavioral Int

.7976

.0173

.0010

-.0989

-.3439

-.0194
to

Canonical Root 1: Rc = .7347,
Canonical Root 2: Rc = .1117,
Total shared variance: Set 1

Rc2 = .5397, F = 48.57, df = 24/4264, u < .0001
Rc2 = .0125, F « 2.64, df = 8/2448, fi < .01
given Set 2 = 50%; Set 2 given Set 1 = 70%.

&

Comparison
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Table 4

Loadings and Weights in the Canonical Correlation with Learning Loss
1st Canonical Root
Loadings

Std Wts

Raw Wts

.6948

.2305

.0202

Nonverb Immed

.7033

.1432

Competence

.8162

.0178
.0634

Character

.8076
.2421

.4089
.2317

Variables
Predictor Vars
Verbal Immed

As sert ivenes s

.0371

.0614

.0096

.8260

.2462

.0317

Motivation

.8377

.2009

.0259

Cog Learn Loss

.7364

.2616

.1470

Affective Lrn

.9612

.6714

.0478

Behavioral Int

.7778

.0081

.0004

Responsiveness
Criterion Vars

to

Canonical Root Is

R„ = .7461/ R_2 = .5567,
FC= 42.26, d# = 24/3500, p < .0001

Total shared variance:

Set 1 given Set 2 = 51 percent;
Set 2 given Set 1 = 69 percent.

o

Comparison
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Table 5

Cross-cultural Correlations with Motivation

American
High Sch

Scale

American
College

Puerto
Rico Col

Finland
College

Verb Immed

.48 ab

.45 cd

.42 ef

.69aceghi

.10 bdfgj

.35 hj

.36 i

Nonverb Im

.44 abc

.14befhjk

.52 kl

.49

.33 be

.61 abed
.63 abde

.41 d
.58 c

.48
.47 d

.20 cgik
.44

Character

.39 a
.43 a

.50 fg
.37 c

.56 adhi

Competence

.39 de
.42 b

Assertive

.22 a

.29 be

.27 de

.23 f

-.22 abdfg

.03 ce

Responsive
Cog Learng

.49 a

.45 b
.64 b

.44 cd

.64 abce

.49
.45 bee
-.54 hi

.43 ef
.58
-.26 adfh

.67 eg

.81 bgh

.61 fh

.42 begjl

.82 chlm

.29 dfikm

Learn Loss
Affect Lrn
Behavioral

.58 a
-.52 ab
.68 ab
.68abcd

-.49 c

.66 d
-.56 de

.72 c

.74 d

.71 ef

.69 ghi

.65 ef
-.52 fg
.82 acdef
.77 ajk

Hungary
High Sch

American
Jr High

Hungary Jr
High

.42 e
.22 g
.65 df
.37 acdf
-.18 bcegi

Letters In the same row and In different columns Indicate significant differences between
correlations, e < -05. For example, in the row for teachers' verbal immediacy, the "a"
beside r = .48 for American college students and r = .69 for American High School students
indicates that the two correlations are significantly different. Likewise for "b" for
American College and Hungarian High, "c" for Puerto Rican College and American High, "d"
for Puerto Rican College and Hungarian High, "e" for Finland College and American High,
"f" for Finland College and Hungarian High, "g" for American High and Hugarian High, "h"
for American High and American Junior High, "i" for American High and Hungarian Junior
High, and "j" for Hungarian High and American Junior High.

Comparison
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Table 7
Unique Variance Attributable to Students' Motivation
in Regresssion Model with Teachers' Verbal
Immediacy, Nonverbal Immediacy, Competence, Character,
Assertiveness, and Responsiveness with Cognitive
Learning Relationship for the Individual Cultural
Groups
Cultural
Group

R

UV
Mot

Other
Var

Total
Var

Amer College

.61 *

.15

.22

.37

PRico College

.66 *

.26

.17

.43

Finn College

.70 *

.20

.29

.49

Amer High Sch

.69 *

.08

.39

.47

Hungarian Hi

.65 *

.13

.29

.42

Amer Jr High

.66 *

.10

.33

.43

Hungary Jr Hi

.36

•

.13

.13

UV - Unique Variance
* E < .0001
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Table 8
Unique Variance Attributable to Students' Motivation
in Regression Model with Verbal Immediacy, Nonverbal
Immediacy, Competence, Character, Assertiveness, and
Responsiveness with Cognitive Learning Loss
Relationship for the Individual Cultural Groups
Cultural
Group

R

UV
Mot

Other
Var

Total
Var

Ame r College

.66 *

.05

.38

.43

PRico College

.57 *

.07

.26

.33

Finn College

.63

.10

.30

.40

A m e r High Sch

.69 *

.01

.46

.47

Hungarian Hi

.76 *

.20

.38

.58

A mer Jr High

.37 **

.14

.14

Hungary Jr Hi

.36

.13

.13

U V = Unique Variance
*

e

<

.0001

** E < .05
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Table 9

Unique Variance Attributable to Students' Motivation
in Regression Model with Teachers' Verbal Immediacy,
Nonverbal Immediacy, Competence, Character,
Assertiveness, and Responsiveness with Affective
Learning Relationship for the Individual Cultural
Groups
Cultural
Group

R

UV
Mot

Other
Var

Total
Var

Amer College

.77 *

.13

.47

.60

PRico College

.76

.20

.38

.58

Finn College

.85

.16

.56

.72

Amer High Sch

.87 *

.14

.61

.75

Hungarian Hi

.77 *

.18

.42

.60

Amer Jr High

.89 *

.10

.69

.79

Hungary Jr Hi

.73 **

.01

.53

.54

UV = Unique Variance
*

e

< .0001

** e < *05
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Table 10

Unique Variance Attributable to Students' Motivation
in Regression Model with Teachers' verbal Immediacy,
Nonverbal Immediacy, Competence, Character,
Assertiveness, and Responsiveness with Behavioral
Learning Relationship for the Individual Cultural
Groups
Cultural
Group
Amer College
PRico College
Finn College
Amer High Sch

R
.72 *
.74 *
.71 *
.79 *

Other
Var

Total
Var

.18

.34

.52

.26

.33

.59

.22

.28

.50

.14

.49

.63

UV
Mot

•

.43

.43

Amer Jr High

.66 **
.84 *

.19

.52

.71

Hungary Jr Hi

.65

.12

.30

.42

Hungarian Hi

UV = Unique Variance
*

E < .0001

** E < .001
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Cross-cultural Correlations with Cognitive Learning

Scale

American
College

Puerto
Rico Col

Finland
College

American
High Sch

Verb Immed

.29 a

Nonverb Im
Competence

.35 be

.30 d

.54 abdefg

.08 ce

.33 f

.31 abc

.18 de

.44 ejk

.24 cd

.49 adhi
.53 acfg

.08 bfhj

.14 begi

.29 b

.31 c

.52 abed

.25 fh
.37 e

.51 dhi

Character

.39 ab
.35 a

.36 fg
.43 e

.14 g
.05 cgik

.47 f

.16 def

Assertive

.21

.18

.25 a

.21

.08

.05

Responsive

.35 a
.58 a

.26 b
.64 be

Motivation
Learn Loss
Affect Lrn

-.61 ab
.59 a

Behavioral

.55 a

-.65 c

.39 cd
.66 cd
-.72 adef

.55 b

.63 c

.59 b

.47 c

.52 abce
.65 ef
-.60 dg
.68 df
.64 cde

Hungary
High Sch

-.01 a
.14 de

American
Jr High

.36

Hungary Jr
High

.45 bee
-.62 h

.58
-.54 ei

.49 f

.66 e

.15 f
.37 acdf
-.23 befgh
.29 abede

.37 d

.61 f

.29 abef

Letters in the same row but in different columns indicate significant differences between
the correlations, d < .05.

to
•tk

o\

Comparison
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Table 11

Cross-cultural Correlations with Cognitive Learning Loss

Scale

American
College

Puerto
Rico Col

Finland
College

American
High Sch

Verb Immed

-.37 abc

-.44 de

-.34 fg

-.52 afhlj

.06bdgh

Nonverb Im

-.50abcd

-.41eghi

-.60 fgjkl

Competence

-.47 abc

-.21 aef
-.37

-.44 de

Character

-.44 ab

-.36 c

-.32 d

Assertive

-.24 ab

-.14

Responsive

-.48 ab

Motivation
Cog Learng
Affect Lrn
Behavioral

Hungary
High Sch

American
Jr High

Hungary
Jr High

-.20 i

-.09 cej

-.Olbhjra

-.31 ckm

-.04 dil

-.49 fgh

-.22 adf

-.24 bg

-.07 ceh

-.44 g

-.29 e

-.21 cd

-.58 acdef
-.24 ef

-.10 bfg
.02

-.39

-.42 c

-.52 ab
-.61 ab

-.49 c
-.65 c

-.56 de
-.72adef

-.55 a
-.47 a

-.50 b
-.56 b

-.56 de

.09 ace
-.33 f

.11 bdf
-.23 ad

-.52 fg

-.54 hi

- .26adfh

-.60 dg

-.62 h

-.54 ei

-.18 bcegi
-.23bcfghi

-.58 c

-.61 d

-.43

-.09 abede

-.37 c

-.54 cd

-.49 e
-.34

-.41

-.04 abd

.12 beef

Letters in the same row but in different columns indicate significant differences
between the correlations, £ < .05.

to

4*
O
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Table 12

Cross-cultural Correlations with Affective Learning

Puerto
Rico Col

Finland
College

American
High Sch

Hungary
High Sch

American
Jr High

Scale

American
College

Verb Immed

.44 ab

.46

.43

.66 ac

.11 bd

.54 d

.24 c

Nonverb Im

.44 a

.32 bed

.54 be

.56 acfg

.32 fh

.57 deh

.35 g

Competence

.54 ab

.41 cde

.60 cf

.54 i

.53 de
.58abcdef

.52 fgh

.70 ch

.53 ij

Assertive

.53 abc
.21 a

.49 h
.72begj

.77befghi

Character

.65 adg
.71 adfi

.25 bg

.20 c

.16 e

.14 f

Responsive

.56 a

.51 b
.72 c

.57
.67 eg

.46 C

.68 ab
.59 a

.68 abc
.82 acdef

.64

Motivation
Cog Learng

.61
.74 d

.81 bgh

.55 b

.63 c

.68 de

.49 e

.66 f

.61 fh
.29 abedf

-.50 b

-.58 c
.74 f

-.49 e

-.43 f
.77 j

Learn Loss
Behavioral

-.55a
.79 abc

.67 ade

-.61 d
.80 dgh

-.05 dg

.66 bgi

Hungary Jr
High

-.09 abedef
.32 cefhij

Letters In the same row but In different columns indicate significant differences between
the correlations, p < .05.
to
00

Comparison
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Table 13

Cross-cultural Correlations with Behavioral Learning

Scale

American
College

Puerto
Rico Col

Finland
College

Verb Immed

.44 ab

.47 c

.37 d

Nonverb Im
Competence

.39 abc
.41 ab

.36 d
.30 cd

Character

.41 ab

.34 cd

Assertive

.19

Responsive
Motivation
Cog Learng
Learn Loss
Affect Lrn

Hungary
High Sch

American
Jr High

Hungary Jr
High

.62 adef

.13 bceg

.42 e

.53 afg

.22 fhi

.55 9
.57 bhj

.27 f
-.18cdegij

.36 ef

.57 aceg
.61 aceh

.20

.31 efg
.22

.38 h
.54 fi

.49 a

.33 bed

.68abcd

.71 ef

.55 a
-.47
.79 abc

.59 b
-.56 a
.67 ade

American
High Sch

.04

.42 ef

.16
.62 abeg

.70 ghi

.77 ajk

.42 begjl

.47 c
-.37 b

.64 cde
-.54 be

.74 f

.80 dgh

.60 c
.37 d
-.34
.66 bgi

.62 bdfhi
.60 bdgj
.09
.63 df
.82 chlm
.61 f
-.41
.77 J

.23 gi
.19 hij
.08
.36 9
.29 dfikm
.29 abef
-.04 ac
.34cefhij

Letters in the same row but in different columns indicate significant differences between
the correlations, e < .05.
to
•Cfc

(O

Comparison
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Table 14

Teachers1 Verbal Immediacy Means and t-tests for Cultural Groups
t--test for Cultural Groups
Cultural
Group

Mean
SD

1

2

3

4

1 American
College

40.40
11.95

•

2 American
High Sch

41.22
12.00

.99

3 American
Jr High

34.50
8.42

-5.51*

-5.80*

4 Finland
College

38.35
11.08

-2.58*

-3.15*

3.37*

5 Hungary
Jr High

45.02
6.16

3.68*

2.86*

7.02*

5.07*

6 Hungary
High Sch

40.60
5.90

.17

-.48

4.20*

1.78

7 Puerto
Rico Col

43.09
10.76

2.48

1.60

6.32*

4.10*

* p < .01

5

6

7

1.70

•

•
•
•

•
2.77*
-1.28

to
Ul
o

Comparison
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Table 15

Teachers' Nonverbal Immediacy Means and t-tests for Cultural Groups
t-tests for Cultural Groups
Cultural
Group

Mean
SB

1

2

3

4

5

1 American
College

38.24
7.71

•

2 American
High Sch

35.12
8.58

-5.39*

•

3 American
Jr High

35.93
7.04

-3.05*

.99

4 Finland
College

35.44
8.45

-4.98*

.49

-.61

5 Hungary
Jr High

40.69
4.58

2.78*

5.95*

4.51*

5.67*

6 Hungary
High Sch
7 Puerto
Rico Col

38.24
5.78
35.44
6.57

.00

3.47*

2.26

3.15*

-2.18

.38

-.51

-.00

-4.95*

E <. .01.

-3.66*

6

7

•

•

-2.72*

to

U1

Comparison

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Table 16

Teachers■ Competence Means and t-tests for Cultural Groups
t-tests for Cultural Groups
Cultural
Group

Mean
SB

1

2

3

4

5

6

1 American
College

35.23
5.76

•

2 American
High Sch

32.17
7.06

-6.76*

•

3 American
Jr High

31.00
7.06

-7.15*

-1.83

4 Finland
College

35.85
5.33

1.40

7.31*

7.68*

5 Hungary
Jr High

39.06
3.40

5.51*

9.37*

9.73*

6 Hungary
High Sch

34.89
5.42

-.52

3.85*

4.85*

-1.38

-4.74*

•

7 Puerto
Rico Col

34.92
6.44

-.53

4.24*

5.21*

-1.46

-4.97*

.03

* p < .01.

7

•

4.41*

to

U1
to

Comparison
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Table 17

Teachers1 Character Means and t-tests for Cultural Groups
t-tests for Cultural Groups
Cultural
Group

Mean
£D

1

2

3

4

5

6

1 American
College

32.67
5.62

•

2 American
High Sch

32.27
7.81

-.87

3 American
Jr High

32.70
7.19

.05

.66

4 Finland
College

31.73
5.18

-2.11

-1.07

5 Hungary
Jr High

38.79
2.86

8.77*

8.81*

7.30*

9.64*

6 Hungary
High Sch

32.82
5.90

.24

.78

.16

1.56

-6.73*

•

7 Puerto
Rico Col

32.89
5.44

.36

.94

.25

1.80

-7.03*

.07

p < .01.

7

•

•
-1.52

•

K>
U1
LJ

Comparison
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Table 18

Teachers1 Assertiveness Means and t-tests for Cultural Groups
t--tests for Cultural Groups
Cultural
Group

Mean
£D

1

2

3

4

1 American
College

35.35
6.21

-

2 American
High Sch

35.09
6.18

-.57

•

3 American
Jr High

33.77
5.44

-2.63*

-2.03

4 Finland
College

32.31
6.41

-6.81*

-5.45*

-2.28

5 Hungary
Jr High

25.64
6.39

-10.27*

-9.68*

-7.74*

-6.86*

6 Hungary
High Sch

28.02
4.86
35.01
5.45

-9.39*

-8.63*

-6.35*

-5.28*

-.55

-.11

1.63

7 Puerto
Rico Col
* E < .01.

5

6

7

•

4.18*

•

2.05
8.88*

7.68*

to

Ul

Comparison
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Table 19

Teachers' Responsiveness Means and t-tests for Cultural Groups
t-tests for Cultural Groups
Cultural
Group

Mean
S£

1

2

3

4

1 American
College

36.42
6.83

•

2 American
High Sch

34.94
9.72

-2.55

3 American
Jr High

33.94
8.00

-3.28*

4 Finland
College

1.14

3.30*

3.87*

•

5 Hungary
Jr High

37.06
6.91
39.10
9.36

2.54

3.79*

4.30*

1.87

6 Hungary
High Sch

35.96
6.93

-.48

1.01

1.80

-1.10

7 Puerto
Rico Col

39.28
6.23

3.73*

5.25*

5.57*

5

6

-2.35

•

•

-1.23

•

2.72*

.15

2.95*

* p < .01.
ui

Comparison
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Table 20

Students' Perceived Motivation Means and t-tests for Cultural Groups
t--tests for Cultural Groups
Cultural
Group

Mean
SB

1

2

3

4

1 American
College

24.57
7.62

-

2 American
High Sch

23.24
8.97

-2.34

3 American
Jr High

20.43
8.24

-5.60*

4 Finland
College

24.84
6.25

.50

2.55

5.59*

•

5 Hungary
Jr High
6 Hungary
High Sch
7 Puerto
Rico Col

27.08
4.81
23.57
5.60

2.91*

4.19*

6.44*

2.47

-1.20

.37

3.13*

-1.46

.72

2.31

4.99*

.34

* E < .01.

25.11
7.85

5

6

7

1.53

•

•

-3.51*

•

-3.20*
-1.90

Comparison
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Table 21

Students' Perceived Cognitive Learning Means and t-tests for Cultural Groups
t-tests for Cultural Groups
Cultural
Group

Mean
SB

1 American
College
2 American
High Sch

5.92
1.98
5.52
2.30

3 American
Jr High
4 Finland
College

1

2

3

4

5

7

•
-2.60*

•

4.87
2.21

-5.21*

-2.98*

-1.49

1.03

3.84*

5 Hungary
Jr High

5.70
1.79
5.51
1.95

-1.75

-.06

2.25

-.77

6 Hungary
High Sch

4.69
2.29

-5.42*

-3.43*

-.66

-4.20*

-2.70*

7 Puerto
Rico Col

6.32
1.96

1.94

3.62*

5.66*

2.85*

2.85*

E < .01.

6

•

•

•

5.88

to

in

-o

Comparison
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Table 22

Students' Perceived Cognitive Learning Loss Means and t-tests for Cultural Groups
t-tests for Cultural Groups
Cultural
Group

Mean
Sfi

1 American
College

1.38
1.69

2 American
High Sch
3 American
Jr High

1.70
2.02

2.12

2.20
1.92

4.09*

2.27

4 Finland
College

1.63
1.63
1.02
1.26
2.57
2.10

1.78

-.48

-2.75*

•

-1.40

-2.50

-3.89*

-2.28

5 Hungary
Jr High
6 Hungary
High Sch
7 Puerto
Rico Col
E

<

.01.

1.36
1.60

1

2

3

4

5

6

7

-4.64*

•

•

5.59*
-.09

•

3.78*
-1.59

•

1.43
-3.34*

4.29*
-1.29

•
4.98*
1.15

to

Ul
00

Comparison
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Table 23

Students' Perceived Affective Learning Means and t-tests for Cultural Groups
t-tests for Cultural Groups
Cultural
Group

Mean
1

2

3

4

5

1 American
College

6.68
13.48

•

2 American
High Sch

-3.43*

•

3 American
Jr High

63.09
16.59
58.82
14.69

-5.07*

-2.60*

4 Finland
College

67.46
11.15

.77

3.76*

5.30*

•

5 Hungary
Jr High

71.71
8.69

3.00*

4.88*

6.13*

2.43

6 Hungary
High Sch

62.35
13.46
67.07
14.61

-2.73*

-.44

1.74

-3.07*

-4.39*

2.55

4.27*

-.25

-2.28

7 Puerto
Rico Col
* E < .01.

.27

•

Comparison
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Table 24

Students1 Perceived Behavioral Intent Means and t-tests for Cultural Groups
t-tests for Cultural Groups
Cultural
Group

Mean
£D

1

1 American
College

60.08
17.79

2 American
High Sch

56.87
20.61

-2.39

3 American
Jr High

54.70
18.10

-2.67*

4 Finland
College

64.66
15.40
56.13
9.69

3.41*

5 Hungary
Jr High
6 Hungary
High Sch
7 Puerto
Rico Col
* E < .01.

51.96
12.50
60.85
17.01

2

3

4

5

6

7

•

•

-1.02
5.12*

•

4.66*

-1.58

-.28

.48

-3.28*

-3.69*

-2.12

-.99

-5.48*

1.96

2.44

-1.87

.41

-1.33
1.61

3.32*

Comparison
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Table 25

Comparison
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ABSTRACT
Recent research offers insight concerning the
roles of teachers' verbal immediacy, nonverbal
immediacy, and credibility in American classrooms, but
little work has been done to test the universal effects
of these constructs.

The primary purpose of this

research was to extend previous research by comparing
in different cultural groups the relationships among
students' perceptions of teachers' immediacy,
credibility, and social style in relation to students'
perceptions of their own motivation and learning.
Relationships among students' perceptions of teachers'
verbal immediacy, nonverbal immediacy, competence,
character, assertiveness, and responsiveness and
students' motivation, cognitive learning, affective
learning, and behavioral learning as well as the mean
levels for all variables were tested with correlational
analyses in three college groups— American, Finnish,
and Puerto Rican; in two high school groups— American
and Hungarian; and in two junior high school groups—
American and Hungarian.

Results generally supported

the pancultural value of teachers' communication in the
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Comparison
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classroom, although there were cultural group
variations.

For the American, Puerto Rican, Finnish,

and Hungarian samples in aggregate form, students'
perceptions of how their teachers communicate in the
classroom do impact students'
learning.

Additionally,

levels of motivation and

for the samples in aggregate

form and individually, stude n t s ' perceptions of
teachers'

immediacy, credibility, and social style in

the classroom are significant predictors of students'
motivation, cognitive learning and learning loss,
affective learning, and behavioral learning.
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